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Abstract 

The Qhubeka! Youth Development Programme is the first programme launched by the Non-

Profit Company (NPC), Just Grace, in 2012. The organisation is implementing five community 

programmes: (1) School strengthening; (2) Community development; (3) Business support; 

Community projects; and (5) Youth development programme in the Langa township, Cape 

Town, South Africa. The Qhubeka! Youth Development Programme is not a typical Positive 

Youth Development programme (PYD). It offers academic support that is not typical of PYD's. 

They tend to focus on cultivating proficiencies and other life skills and therefore can be fitted 

in with After-School Programmes (ASP), which focuses on cultivating learning outcomes. The 

overall goal of the youth development programme is to enable under-resourced youth to escape 

the cycle of poverty and equip them to become meaningfully involved in society through 

further education and employment. The programme aims to develop technical and soft skills 

in high school learners by focusing on study assistance and psychosocial support. The 

Qhubeka! Programme provides comprehensive material and guidance over four years. 

Activities of the programme include (1) academic support; (2) computer training; (3) coding 

and programming; (4) book club; (5) life skills; (6) career guidance; (7) holiday programme; 

and (8) psychosocial support. The objective of the evaluation was to assess the performance of 

the programme in reaching its short-term outcomes and the quality of service delivery. I used 

primary and secondary data to conduct the evaluation. I collected primary data through semi-

structured one-on-one interviews with the Qhubeka! Programme learners and programme 

facilitators. Secondary data, I obtained through the review of the programme documents. I used 

a thematic inductive content analysis to analyse data. The findings on the evaluation of short-

term outcomes indicate that the programme achieved its desired short-term outcomes and that 

the programme was implemented with quality. This was the first evaluation of the Qhubeka! 

programme and provides programme staff with feedback on how well the programme is 

reaching its intended outcomes and being implemented with quality, which could guide them 

in making counteractive changes to improve delivery and impact. This study further contributes 

to the body of knowledge and evaluations of PYD programmes that incorporate academic 

support in the South African context of PYD programme.
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Chapter One: Introduction 

This dissertation presents the findings of a formative evaluation that was conducted for 

the Qhubeka! Youth Development programme. The Qhubeka! Youth Development 

Programme is a Positive Youth Development (PYD) programme implemented by Just Grace 

in Langa township in Cape Town, South Africa. The Qhubeka! Programme is not a typical 

PYD programme in that it includes a component of academic support, which is more typical 

of After-School Programmes (ASP). The programme targets youths who attend one of five 

high schools in Langa township, from grade 9 – 12. The programme offers life skills training, 

academic and psychosocial support. The objective of this evaluation was to assess the quality 

of service delivery and short-term outcomes of the programme. This evaluation aimed to gain 

a deeper understanding of the programme’s performance and give a rich picture of how the 

youth development programme is being implemented and reaching its outcomes. 

This chapter begins with a background on youth development programmes globally, in 

Low Middle Income Countries (LMICs) and South Africa. Followed by a description of Just 

Grace, the implementing organisation, Qhubeka! Youth Development programme, the 

evaluand, the programme theory for the Qhubeka! Youth Development Programme and its 

plausibility based on a literature review of PYDs. This chapter concludes with the objective 

and evaluation questions which guided the evaluation.  

Background on Positive Youth Development 

Youth development programmes have been prominent interventions since at least the 

early nineties; by early 1990’s high income countries like the USA reported to have thousands 

of youth development programmes (Gallagher, 2005). Youth development can be described as 

a process that encapsulates a combination of people, places, support and opportunities that 

enable a healthy and successful young person (Gallagher, 2005, p. 7). Roth and Brooks-Gunn 

(2003) postulated that through participating in youth development activities, young people 

cultivate proficiencies and other life skills that qualify them to become healthy and responsible 

people in adulthood. Therefore, it is understood that youth development is an on-going process. 

Pittman (2004) asserts that it is a process that prepares youth for challenges in adulthood and 

requires collective support, participation and commitment from parents, schools and 

communities (Lerner, Almerigi, Theokas, 2006; Lerner, 2005). 

Nearly 90% of the worlds’ youth live in Low, Middle Income Countries (LMICs) and 

experience early greater life adversities like reduced educational opportunities and diseases 
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than youth in high income countries (Patton & Sawyer, 2009). In the past two decades, South 

Africa has turned to youth development approaches in dealing with HIV prevalence amongst 

youth, substance abuse, teenage pregnancies and school dropouts (Mthembu, 2017).South 

African youth development programmes are thus increasingly popular, gaining prominence in 

the  government’s efforts to work together with Non-Government Organisation (NGOs) and 

Non-Profit Organisations (NPOs) in dealing with issues such as poor education quality, youth 

unemployment, poverty and skills shortages (Gumede, 2012; Mthembu, 2017). 

There are different approaches to youth development programmes, with a shift from 

traditional approaches to an increased focus on a more Positive Youth Development (PYD) 

perspective in research and programme design across the globe (Lerner, 2005; Roth and 

Brooks-Gunn, 2003). This perspective resulted from the developmental view that emphasise 

youth as resources that can be developed (Lerner, 2002; Lerner et al., 2006; Roth & Brooks-

Gunn, 2003), contrasting to the understanding of youth as problems to be managed (Roth & 

Brooks-Gunn, 2003). Further, PYD is of the idea that young people have the intrinsic ability 

to contribute to a healthier development of themselves, families and broader society (Lerner et 

al., 2006). 

Youth development programmes utilised the PYD framework to demonstrate 

behavioural and developmental benefits. PYD programmes have played an extensive role in 

attaining positive outcomes for youth, as evidenced in the literature covered in this segment. 

Amongst other qualities, PYD is believed to foster skills, competencies, transforming youth’s 

behaviour in building healthy relationships and environments (Catalano, Skinner, Alvarado, 

Kapungu, Reavley, Patton, Jessee, Plaut, Moss, Bennett, Sawyer, Sebany, Sexton, Olenik & 

Petroni, 2019).  

Lerner (2004) further substantiates that programmes which endorse PYD encourage 

young people to obtain the resources and skills needed to flourish. Secondly, they reinforce a 

positive society to better maintain young peoples’ development. Third and lastly, help build 

agency of young people to positively stimulate their own development and environments. It is 

important to note that traditional frameworks of youth development were more concerned with 

deficit-reduction approaches. The PYD approaches were developed to respond to those 

strategies that focused on problematic behaviours, delinquency and drug use (Lerner, 2004).  

PYD programmes according to Lerner (2004), use a strength-based developmental 

approach; youth are regarded as a resource that can be developed as opposed to problems that 



 

3 
 

should be managed (Roth, Brooks-Gunn, Murray & Foster, 1998). Further, according to 

Overton (2010), the developmental advocates for aligning youth’s strengths with resources 

found in their physical and social ecologies to promote positive, healthy development (Lerner, 

2004). PYD literature (Deanne & Harre, 2014; Durlak & Weissberg, 2007; Durlak, Weissberg 

& Pachan, 2010; Eccles & Grootman, 2002; Fredricks & Eccles, 2006; Larson, 2000) notes 

personal key development outcomes as follows: positive identity, increased self-esteem, self-

concept, acquisition of new skills, more favourable attitude towards school and academic 

achievement. This is in line with Qhubeka youth development outcomes.  

Catalano, Berglund, Ryan, Lonczak & Hawkins (2002) purported that there are fifteen 

youth development constructs that, as per the above, promote the aligning of youth for positive 

and healthy development. These include bonding, resilience, social, emotional, cognitive, 

behavioural and moral competence, self-determination, spirituality, self-efficacy, clear and 

positive identity, belief in the future, recognition for positive behaviour, prosocial involvement 

and prosocial norms. Efforts were made to identify and measure a comprehensive list of 

developmental assets. Similarly, Lerner (2004) advanced these developmental constructs as a 

five C’s model. In summarising the key constructs as Competence: social, cognitive, 

behavioural, emotional and moral. Confidence: self-efficacy, self-determination, belief in the 

future and a clear positive identity. Connection: bonding; Character: prosocial norms and 

spirituality; Caring: empathy and sympathy for others.  

According to Catalano et al. (2002) positive youth development programmes propose 

a substantial context through which these fifteen constructs can be attained. However, the 

attainment of these fifteen constructs rests on specific design features of PYD programmes. 

Youth who display these constructs are often described as thriving and more likely to lead 

successful lives.  

It is worthy to note that there is no clear guideline or definition as to what constitutes 

activities that form PYD programmes. However, evidence in the literature (Eccles & Gootman, 

2002; Koshy & Mariano, 2011; Larson, 2000) suggests that PYD programmes have a collection 

of organised, extra-curricular, and other activities. This is consistent with activities of PYD 

programmes. According to research, participation in structured activities is linked to PYD 

across multiple domains (Vandell et al., 2015). 

The Qhubeka! Youth Development, a PYD programme, includes school-based, out-of-

school and literacy programmes. The Qhubeka Youth Development programme equally 
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focuses on school-based, after-school and summer programmes that aim to bridge a gap 

between the school and the home environment, which is critical to youth’s positive 

development. Its’ activities include academic support, psychosocial support, life skills training, 

computer skills, job shadowing and recreational activities.  

According to Beckett et al. (2009), after-school programmes have a targeted emphasis 

on learners’ academic needs and contribute to increasing academic performance. When 

implemented effectively ASPs reduce the gap amid moderate and high achieving learners.  

They give learners the opportunity to supplement their learning and assist them beyond the 

classroom (Beckett et al., 2009, p. 1). ASPs are undertaken between two to three hours during 

school days, after school hours, during the weekends, and/or during school holidays (Rhea, 

2013). As mentioned in the subsequent paragraph, the Qhubeka! programme equally focuses 

on school-based and after-school programmes aiming to bridge the gap between the school and 

the home environment. Therefore, a combination of PYD and ASPs theory and literature is 

covered in great lengths in this study. 

The implementing organisation 

Just Grace is registered as a non-profit company, non-profit organisation and public 

benefit organisation. The organisation is located and operates in the Langa township near Cape 

Town in the Western Cape province. Langa is one of the oldest townships in South Africa and 

is designated for black South Africans. Just Grace is a community-based organisation operating 

in the community of Langa for the last seven years.  

At Just Grace, they believe that sustainable and measurable change comes from a long-

term commitment to geographical impact. Therefore, the organisation is committed to creating 

and supporting community-based projects that cumulatively will lead to the social upliftment 

of Langa (Just Grace NPC Overview, 2019). Currently, Just Grace is implementing five 

community programmes: (a) School Strengthening; (b) Community Development and Family 

Strengthening; (c) Business Support; (d) Community Projects and (e) Youth Development 

Programme – the evaluand described in the below section.   

The programme description of the Qhubeka! Youth Development Programme 

The programme description is based on the organisation’s documents such as concept 

notes, programme overview, annual reports, website and interviews with programme director. 

The youth development programme is the first programme launched by the Non-Profit 
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Company (NPC), Just Grace, in 2012. The programme seeks to holistically support learners 

throughout high school and into further education, training or employment.  

Just Grace describes the overall goal of the youth development programme: to enable 

under-resourced youth to escape the cycle of poverty and equip them to become meaningfully 

involved in society through further education or employment. The programme employs a 

holistic approach that focuses on study assistance, after care and psychosocial support (Just 

Grace Concept Note, 2019), it aims to develop high school learners technical and soft skills. 

The programme comprises of academic support for school work, computer training, literacy, 

book clubs and computer coding. Further, for soft skills the learners receive life skills training, 

leadership, career guidance and psychosocial support. The Qhubeka! programme provides 

comprehensive material support and guidance to high school learners over a four-year period. 

According to Just Grace, the above combination ensures learners are intellectually and 

emotionally capacitated despite growing up in a disadvantaged community. It is believed that 

once learners master these skills, they will be able to take control of their learning experiences 

and succeed academically despite their context. The learners receive the support and resources 

to enable them to compete with learners from well-resourced communities. The youth 

development programme is implemented in five schools, Isilimela Comprehensive School, 

Langa High School, Ikamvalethu High School, Kulani High School and Zimasa High School, 

working from grade 9 – 12, with a total of 215 youth. Just Grace has 11 full-time staff, 2 part-

time staff and 8 contract employees. 

Programme Activities 

The youth development programme is executed in many components, given below, 

along with a short explanation of each activity.  

Weekly academic support sessions 

The learners work through what they covered in class during the weekly support 

sessions for four hours after school and for three hours on Saturday. Programme staff, paid 

facilitators and volunteers are trained to teach the learners how to learn. Although the focus is 

on teaching the learner how to learn on their own using resources, each session has facilitators 

and volunteers who are capable of answering technical questions where required.  

Social work counselling and psychosocial support 
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Learners have access to Just Grace qualified social workers each year that they are on 

the programme. Sessions are voluntary unless a teacher refers the learner. Learners also receive 

home visits conducted by Just Grace community workers who are qualified in basic 

counselling, education and training. In addition, learners who display at-risk behaviour receive 

additional psychosocial support from the community worker and social worker. 

Youth Opportunity Programme 

Any learner that continually displays at-risk behaviour and low levels of commitment 

is given a ‘last chance’ to commit to their own development. This only occurs after numerous 

sessions with the social worker and community worker. Instead of being removed from the 

Youth Development programme, the learner is placed into the Youth Opportunity programme. 

This is essentially a once a week meeting with a social worker where the learner is taken 

through self-reflection exercises. After three months, the social worker will decide whether to 

re-enrol the learner into the mainstream Youth Development Programme (where there is 

change in behaviour and motivation), continue with the learner on the Youth Opportunity 

programme (where there is motivation but limited change in behaviour) or remove the learner 

from all activities (where there is still no motivation or behavioural change). 

Computer training 

Each learner attends an 8-week computer training course at least once a year. This 

means that over the four years that they are on the programme, they would have completed 32 

weeks of computer training, having covered: computer basics, Microsoft Word, Excel and 

email. 

Weekly book clubs 

The books used in book clubs are specifically developed to create a love for reading. 

Learners are introduced to literacy that is interesting and relevant. The book club’s goal is to 

develop a love for literature and improve the learners’ literacy skills. The learners should 

engage with the content of the books in a way that helps them develop critical thinking skills 

and debate their views around topical global and local issues. 

Weekly computer coding & programming  

Compulsory course for all grade 11 learners in the programme. The course covers the 

basics of HTML and CSS and takes the learners through the process of creating their website. 
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The goal is to introduce them to computer programming as a career option, further enhance 

their problem-solving skills, and increase their familiarity with computers. 

Weekly life skills lessons  

Lessons are tailored per grade. Participants learn soft skills such as self-awareness, 

relationship building and goal setting, engage with topical issues and receive career guidance 

from social workers who are employed staff of the Just Grace NPC. 

Women Discussion Groups  

Voluntary, girl-only empowerment groups, take place each week. These run for 

approximately 4-6 weeks. Before the start of the group, the learners identify the topics that they 

would like to discuss. The sessions are run by the social worker, who then engages the various 

topics through reflection-style exercises. The social worker can identify any issues that are 

raised that require further intervention and counselling. Where this is the case, the social worker 

schedules one-on-one follow up sessions with the learner. 

Yearly Job Shadowing 

Each learner in grade 11 will have the opportunity to attend job shadowing at a few 

organisations. This lasts between 2-5 days at a time. The goal is to expose learners to careers 

they are interested in, particularly those they may never have heard of. 

Yearly holiday club 

The holiday club takes place during the June – July holiday for one week. The goal 

during this time is to expose the learners to different learning areas and activities that they may 

not have been exposed to otherwise. This includes sports, arts and culture, cooking, Zumba, 

electronics and robotics, leadership and more. 

Programme theory for the Qhubeka! Youth Development Programme 

 A Programme theory, also known as a theory of change, defines the logic of a 

programme, its assumptions, and how it will go about bringing the anticipated benefits for its 

beneficiaries (Rossi, Lipsey and Freeman, 2004). This is similar, to Bickman (1987, p. 5) who 

described programme theory as a plausible, credible, reasonable model of how a programme is 

desired to work. Programme theory is used to outline critical elements of the programme for 

replication and determine if these are feasible and verifiable in achieving the programmes 

intended outcomes (Rogers, 2000, p. 209). It indicates activities and resources produced by the 
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programme and how these can jointly prompt a process of change in beneficiaries leading to 

attainment of desired outcomes of the programme (Newcomer, Hatry & Wholey, 2015; 

Donalson, 2004; Rossi et al., 2004). 

A programme theory can be illustrated in various ways, Bickman (1987) postulates a 

logic model that illustrates inputs, activities, outputs, short-term, intermediate to long-term 

outcomes estimated by the programme. The Qhubeka! Youth Developments’ logic model was 

elicited through concept documents interrogation, its change diagram, and consultations with 

the programme director. Presented in Figure 1: The programme theory for Qhubeka! Youth 

Development programme shows pathways through which the programme is expected to lead 

to the anticipated outcomes. 

Figure 1 

Programme theory for the Qhubeka! Youth Development programme 
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The logic model displays the several resources and activities provided by the Qhubeka! 

programme. The activities: Academic support; social work counselling and psychosocial 

support; computer training; book clubs; life skills and career guidance; computer coding and 

programming; job shadowing; holiday club; women’s discussion groups; youth opportunity 

and the outputs which are learners participating in the programme and attaining the skills, 

knowledge and services provided for each activity. There are numerous short-term, 

intermediate to long-term outcomes expected from the participant learners in the programme.  

Short-term outcomes 

The expectation from the programme is that youth can acquire knowledge in how to 

learn, leading to increased engagement in class and learners that are able to translate knowledge 

into action through weekly academic support. Learners feel supported and cared for through 

enhanced familial support and home environments monitored by social and community 

workers who offer psychosocial support and counselling. Increased computer literacy and 

English literacy through computer training and book club sessions. Attributes such as 

confidence, self-efficacy, sense of belonging, interpersonal skills, problem-solving and 

analytical skills are believed to be gained through life skills and career guidance, discussion 

groups and the holiday club. Further, increased knowledge, exposure and computer skills are 

believed to result from coding, job shadowing and youth opportunity.  

Intermediate outcomes 

Intermediate outcomes of the programme are learner improvements – improvement in 

their ability to learn independently, by taking responsibility for own learning. Perceptible 

examples include improved academic performance, enhanced interpersonal skills, improved 

learner work ethic, time dedicated to school work, and improved family relationships. Further, 

the learners show an improved ability to set Smart, Measurable, Attainable, Realistic and Time-

bound (SMART) career goals. Moreover, the learners increased future focus and awareness of 

post-school opportunities is elicited and focused through engaging with programme staff.  

Long-term outcomes 

The programme expects long-term outcomes of a shift in focus as learners assume 

increased responsibility for their education, access to post-school opportunities, quality 

education, further studying and or employment. It intends to produce long-term transformation 
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in the learners such that they become role models who display positive behaviour, and have an 

aptitude for ICT career fields.  

Plausibility of programme theory for the Qhubeka! Youth Development Programme 

In line with positive youth development perspective, the Qhubeka! Youth Development 

programme works with the assumptions that four-year youth development programme 

activities will improve academic performance and develop the fifteen youth development 

constructs purported by Catalano et al. (2004). These include bonding, resilience, social, 

emotional, cognitive, behavioural and moral competence, self-determination, spirituality, self-

efficacy, clear and positive identity, belief in the future, recognition for positive behaviour, 

prosocial involvement and prosocial norms. These would, in turn enhance the learners’ ability 

for further education and or employment. Below are the presumed specific pathways: 

• Academic support and book clubs will lead to improved ability to learn i.e., better 

fluency in English and literacy and academic performance; 

• Life skills, career guidance and psychosocial support services will enable learners to 

enhance social skills i.e., self-confidence, efficacy, interpersonal skills and result in 

decreased social issues experienced by learners; 

• Actively engaged youth will have opportunities for further education and or 

employment. 

Programmes that target high school youth are quite prevalent, and they are also believed 

to have a variety of benefits. However, it is worthy to note that these programmes vary 

considerably, and this difference is in their structure, duration, setting and mode of delivery. 

Therefore, it is not surprising that efforts to obtain rigorous and methodologically sound 

evaluations of PYDs and ASPs met many challenges. Nonetheless, it is imperative to 

understand the key elements that are determinants of success for such programmes. Simply 

because of the substantial resources allocated and the likely impact of such programmes on 

participants. 

To assess the plausibility of these assumptions of the Qhubeka! Youth Development 

programme theory, I conducted a literature review of published evaluation research on PYDs 

and ASPs emphasising programmes in LMICs. Studies in this review were identified by 

searching academic peer-reviewed journal articles using Electronic databases such as 

EBSCOHost, Springer, Scopus, PubMed and Taylor & Francis Online and search engines like 
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Google Scholar. The search for relevant papers used the following search terms: “Positive 

youth programmes”; “After School Programmes” AND “meta-analysis”; “PYD systematic 

review” AND “Low Middle Income Countries”; “LMICs” “Evaluations” AND “Programme 

Outcomes” OR “Impact”. Results were carefully chosen for relevance, significance, and date. 

Publications by educational institutions were also considered. Such as the reports by Child 

Trends, William T. Grant Foundation, Youth Power Learning and Nellie Mae Education 

Foundation.  

 The above paragraph outlines the literature search that I undertook as the first step of 

the literature review. According to Hart (2018) a literature search is a systematic search of 

accredited sources and resources. It incorporates the identification of paper and electronic 

sources as relevant, appropriate and pertinent to the topic and methods. As described in the 

previous paragraph, it involved a reasonable vocabulary that defines what will and will not be 

included in the search.  

 A literature review is therefore a systematic, organised, explicit and reproducible 

method for identifying, evaluating and synthesising the existing body of completed and 

recorded work by researchers, scholars and practitioners (Fink, 2019). The purpose of a 

literature review in this study was to provide an understanding of Youth Development 

Programmes, explore what has already been done in the field, understand the research and 

evaluation outcomes of previous studies, comprehend the implications on the current study and 

conduct a plausibility check. As evaluators, we should question the validity of the 

intervention’s chain of action and we should test the plausibility of the program’s theory 

(Brousselle & Champagne, 2009). It is important to assess the plausibility of the programme’s 

theory in achieving intended impact to ensure that the organisation has realistic expectations 

of the programme’s effectiveness. Therefore, a literature review is the analysis, critical 

evaluation and synthesis of existing knowledge relevant to the study (Hart, 2018). 

 The literature I explore in this section heavily relies on past work done in the scope 

youth development work this is due to the fact that, recent and latest work in the field of youth 

development (Walker, Gambone, & Walker, 2011; Roth & Brooks-Gunn, 2015) still lacks a 

clear definition of a youth development programme. Therefore, all relevant work that dates 

back to decades ago is still necessary to understand the scope of youth development 

programmes. 
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 Further, many of the PYDs and ASPs are prevalent in the United States of America, 

they are supported and funded by government and legislation (No Child Left Behind Act, 

2002). It is therefore not surprising that a majority of meta-analysis of evaluations, systematic 

reviews and programme evaluations have been done in the United States of America. I could 

identify a few relevant studies focusing on South Africa, I tried to extend and locate studies 

that also focused on LMICs. Often PYDs and ASPs literature can be comparable in context to 

those in the United States of America due to the interventions being similar in design and 

objectives in addressing similar socio-economic issues.  

 In order to assess programme effectiveness, establishing the objectives of PYDs and 

ASPs becomes crucial as these programmes tend to serve a number of objectives. For the 

context of this literature review the first objective of the programmes is improvement of 

academic achievement, literacy and performance through academic support. Second, is the 

development of competences, skills and improved behaviour through life skills training and 

psychosocial support. Finally, engaged youth with decreased socio-economic challenges 

through career education. Quite often, PYDs and ASPs focus on the objectives outlined though 

placing different emphasis on these objectives.  

 Meta-analyses of PYDs and ASPs indicate the difficulty in assessing the effectiveness 

of these programmes due to variety and methodological shortcomings of many published 

reviews of programmes. According to Fashola (1998), one of the first significant meta-analyses 

of PYD programmes studied 38 programmes and associated evaluations, concluding that many 

reliable models exist, however, several of which have “hopeful but methodologically faulty 

indications of effectiveness” (Fashola, 1998, p. 55). The study indicated preliminary key 

elements of successful PYD programmes these are: (a) consistent structure; (b) active 

community engagement; (c) well-trained staff and volunteers; (d) openness to beneficiary 

needs and interests.  

 Programmes that focus predominantly on academic achievement, like ASPs (Fashola, 

1998) identified a clear structure, commitment to school day curriculum, qualified and trained 

staff and one-on-one tutoring as critical factors. ASPs are described as an opportunity to 

supplement learning from the school day and provide targeted assistance to learners whose 

needs extend beyond what they can receive in the classroom (Beckett, Borman, Capizzano, 

Parsley, Ross, Schirm, & Taylor, 2009; Rhea, 2013). Several researchers revealed that after-

school programmes’ tutoring, homework facilitation, remediation instruction, and academic 
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enrichment activities effectively improve academic performance (Becket et al., 2009; Rhea, 

2013). Effective ASPs can help students improve grades and standardized test scores (Baker & 

Witt, 1996; Davis, 2001; Nash & Fraser, 1998; Sanacore, 2002; Sanderson, 2003; Schlatter, 

Schahrer, & Pogue, 2003).  

Guthrie and Humenick (2004) discovered that providing learners with a choice in books 

has a significant positive effect on reading comprehension and achievement. In support, recent 

findings from a small number of randomised trials using rigorous quasi-experimental designs 

from meta-analyses of ASP reveal significant improvement in literacy and readings in youth 

participating in ASPs than did previously (Bayless, Jenson, Richmond, Pampel, Cook and 

Calhoun, 2018). Similarly, the Qhubeka! programme provides learners with books which they 

may find interesting and relevant. 

Meta analytic reviews have repeatedly revealed noticeable and sustainable positive 

impacts displayed by ASPs in promoting students’ academic performance (Domitrovich, 

Durlak, Staley, & Weissberg, 2017; Taylor et al., 2017). Lastly, an asset-building programme, 

the “Building Asses Reducing Risk” (BARR) successfully enhanced academic achievement, 

improved learning experience and decreased failure rates amongst learners in grade 9 (BARR, 

2018). It is worthy to note that such successes are deemed unachievable in isolation and thus 

not attained through individual efforts but through an axis of support systems. 

A randomised experimental design according to an outcome evaluation by Hahn (1994) 

on an ASP Quantum Opportunities Programme in the United States of America, aimed at 

increasing academic achievement through tutoring in reading, computer training and life skills. 

Similar, to the Qhubeka Programme which conducts literacy clubs, computer training and life 

skills from grades 9 – 12, indicated a statistical significance in average test scores on literacy 

and life skills of the experimental group compared to the control group. 

Two other meta-analysis published in 2006 endeavoured to discourse some of the 

methodological challenges Fashola (1998) emphasised. One conducted a meta-analysis of 35 

ASP reviews (Lauer et al., 2006) selection based on rigor and the use of control groups. The 

study focused on the effectiveness of these programmes. Results indicated a positive effect of 

ASPs on the success of at-risk students in reading and mathematics. Notably, these programmes 

can be varied; it was not enough for programmes to simply focus on academics. These were 

outperformed by programmes that included non-academic enrichment activities like life skills 

training, psychosocial support and recreational activities such as the Qhubeka! Youth 
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Development programme in producing positive academic outcomes. According to Lauer et al. 

(2006), small group coaching and one-on-one instruction also lead to positive academic 

outcomes. 

Zief, Lauver and Maynard (2006) the second meta-analysis measured five reviews on 

the effectiveness of PYD programmes with academic support services. Similarly, this study 

was limited to reviews with randomised experimental designs. The authors noted the 

methodological challenges faced by their study and the lack of sufficiency in their findings to 

warrant programme and policy recommendations. However, in contrast to the review by Lauer 

et al. (2006), that PYD programmes did not show substantial impact on social, emotional and 

academic outcomes. They argue for more rigorous evaluations.  

Another PYD programme, the 21st Century Community Learning Centres programme 

in the United States of America, also conducted two large-scale evaluations and could not 

determine any significant gains in academic achievement (Dynarski et al., 2004; James-

Burdumy et al., 2005). Several studies (Durlak, Weissberg & Pachan, 2010; Kane, 2004) have 

indicated imperative methodological apprehension correlated to the abovementioned studies.  

Durlak et al. (2010) conducted a meta-analysis founded on 75 reports from 69 varying 

programmes; this explained why some reviews propose that PYD programmes have partial 

impact. These programmes, the study found, were allied with significantly high levels of 

increased positive social behaviours, positive feelings and attitudes by participants about 

themselves and about their schools. There were substantial advancements in the students’ 

performance on test achievements and their school grades and a significant reduction in 

problem behaviours.  

Durlak et al. (2017) found that only programmes that may be classified as Sequence: 

the programme has a synchronized movement and execution of activities to shape 

competencies, Active: involves elements of active participation of social and emotional 

learning competencies, Focused: specified activities and dedicated time in programme to 

develop social and emotional learning competencies and Explicit: clearly outlined social and 

emotional learning competencies that the programme wants to achieve through intervention  

(SAFE) resulted in substantial outcomes and not all PYD programmes were effective. Simply, 

programmes that guide youth, using a sequential series of engaging activities that are focused 

on the acquisition of explicit skills are more effective. 



 

15 
 

There was a significant shift in the line of enquiry resulting from studies such as those 

by Durlak et al. (2010) to asking what kind of ASPs and PYD programmes work instead of 

asking do ASPs and PYD programmes work. Caring staff, choices, leadership opportunities 

for youth, activities for youth and challenge as well as pro-social group activities were some 

of the key elements concisely captured by a major review commissioned by the Nellie Mae 

Education Foundation (Miller, 2003). Studies, like Shernoff (2010) support that programmes 

that encourage increased engagement and movement among participants and their capacity to 

associate “concentration focus with positive emotions” (p. 334) lead to high levels of social 

competence in areas like goal setting, planning, problem-solving or conflict resolution and 

teamwork.  

Similarly, A meta-analysis conducted by Durlak and Weissberg (2007) evaluating the 

impact on youths personal and social skills found a significant increase in learners’ self-

perceptions, bonding to school and positive social behaviours. PYD programmes appear to be 

effective in increasing feelings of competence and positive self-concept (Deanne & Harre, 

2013). Similarly, a meta-analysis by Payton, Weissberg, Durlak, Dymnicki, Taylor, 

Schellinger and Pachan (2008) was consistent with the review by Durlak and Weissberg 

(2007). It showed significant increases in self-management, social awareness, positive 

relationships and responsible decision making by youth participating in PYD programmes.  

More extensive research supports that youth can learn personal and social skills like 

self-awareness, self-control, self-efficacy and conflict resolution (Collaborative for Academic, 

Social and Emotional Learning, 2005; Commission on Positive Youth Development, 2005; 

Durlak et al., 2010). Further, the Hong Kong P.A.T.H.S Project which is a successful and well-

known PYD programme, is an effective programme in promoting well-being and life skills 

among youth. The P.A.T.H.S project findings indicate that PYD programmes promote positive 

and holistic youth development (Shek, Han, Lee & Yu, 2013; Shek, & Yu, 2014; Zhu and Shek, 

2019). A School Social Development Programme (SSDP) in the United States of America, 

reported improved social skills, fewer incidences of violence and antisocial behaviour, higher 

bonding to school and classroom participation in the treatment group than the control group 

(Hawkins et al., 1999; O’Donnell, Hawkins, Catalano, Abbott & Day, 1995).  

PYD programmes that include career guidance provide youth with post-secondary 

opportunities and critical knowledge of career options. Hughes and Karp (2004), Scheneder 

and Stevenson (1999) realised that career education forms part of PYD programmes. It seeks 
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to equip youth with knowledge and tools in planning the future and making informed decisions 

when choosing careers.  Increased knowledge of career options, increased self- knowledge of 

interests, positive self-attitude and decision-making skills are all outcomes that results from 

career preparation (Zeldan, 1995).  

According to Youth Power Learning (2017) education and career guidance are 

important aspects for PYD programmes in LMIC’s. Therefore, PYDs that want to create 

economic growth and employability for youth must include activities intended to improve 

youth’s ability to secure work, or measured outcomes related to employability or economic 

growth. A South African programme called Creating Futures targeting youth transitioning out 

of high school worked with community organizations, and universities that focused on 

employability training, skills development, and mentoring. The evaluation demonstrated 

improvements in skills, professional network-building, and (in a subset of participants) 

secondary education completion and enrolment in continuing education, as well as increased 

insertion in the job market (Youth Power Learning, 2017) Further. A study on the programme  

using a randomised experimental design,  found that young men’s mean earnings increased by 

247% and women by 278% relative to a control group; the study focused on 232 out of-school 

youth, primarily aged 18–30. 

Several studies (Carroll et al., 2007; Durlak & DuPre, 2008; Mahoney et al., 2010) 

maintain that programme outcomes significantly depend on programme implementation. Berry 

(2005) and Durlak et al. (2010) suggested that important aspects of implementation for 

programme success are: quality of programme staff, quality of activities and quality of staff 

and youth relationships. It is worthy to note that most programmes evaluated provide little to 

limited descriptions of programme features. This makes it difficult to isolate the programme 

features and activities that lead to positive results. 

According to Vandell (2007), a review actioned on the outcomes of high-quality PYD 

programmes revealed, not just in its assessment of outcomes but also in how the fundamentals 

or key elements of high-quality programmes were defined. Youth’s perception of being cared 

about and valued plays a critical role in promoting connectedness which is a protective factor 

in youths’ development and reducing problem behaviours. Selected programmes displayed 

reliable evidence of supportive relationships between staff and participants, among participants 

themselves, while providing rich and varied academic support as part of ASPs and non-

academic enrichment activities as PYD programmes. Programme implementers facilitating 
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activities free of imposed controls that limit learning opportunities where students can be fully 

involved with the programme activities and with each other. Programmes insist on a low youth-

to-staff ratio, with well-trained programme staff who are content with the work environment 

and a well-maintained relationship with partner schools and strong connections with parents. 

Vandell (2007) purported that evaluations of such high-quality programmes exhibited 

a reduction in problematic behaviours, displayed positive academic and social outcomes. 

Another component that may have led to the substantial positive outcomes is that the review 

focused explicitly on programmes targeted at low-income students. Miller (2003) suggests that 

underprivileged low-income students with absenteeism or low school attendance, poor test 

scores or limited English proficiency benefit most from PYD programmes. This suggests that 

those who are not likely to find the support given by PYD programmes elsewhere in the 

community setting also have a greater need for the support provided by PYD programmes. 

According to Miller (2003), this specifies that, when it comes to PYD programmes, “those who 

need the most, benefit the most” (Miller, 2003, p. 57). 

Literature on ASPs and PYD programmes comprises many studies with apparent 

contradictory results. A substantial number of evaluations and meta-analyses are limited to no 

positive results, whilst there are also plentiful studies that show positive outcomes. This review 

has provided some understanding of how these nuances, variations and differences can be 

interpreted. Reviews of these programmes are dealt with a number of constraints related to the 

diversity and variety of these programmes, the lack of information on the fidelity of programme 

implementation and the availability of data.  

Most studies that have shown little or no impact by PYD programmes have been 

challenged on methodological grounds. However, even if these are discounted, it is quite 

essential to ask whether PYD programmes are effective or not without considering the several 

objectives that PYD programmes seek to achieve. Additionally, deviations in these areas are 

not solely driven by PYD programme participation exclusively. Bronfenbrenner (1992) of 

ecological systems theory stresses that the development of students requires there to be 

considerations made in the broader framework of families, social institutions, society and 

culture.  

Notwithstanding the constraints outlined above, a tremendous and increasing body of 

literature supports the notion that PYD programmes can deliver positive outcomes, 

predominantly for underprivileged low-income students. These positive outcomes, 
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nevertheless, are more probable to be observed within high-quality programmes. Quality, 

applied to PYD programmes, can be determined in many ways. However, shared vital elements 

comprise programmes that emphasise academic and non-academic improvement activities, 

balancing structure with choice and a sense of agency, mutually challenging and engaging 

participants, including low youth-to-staff ratios. The environment where delivered 

programmes significantly matter, mainly the necessity to encourage positive relationships 

among staff and participants and participants themselves. Staff must be well trained; equally 

crucial that they are caring and supportive. Ideally, there should be a clear link between the 

programme, schools and the wider community.  

According to the review of literature I conducted, there is support that PYD 

programmes are effective in achieving short-term outcomes. However, I should note that there 

are inconsistent results that inhibit the conclusion of PYD programmes being able to attain 

long-term impact. The literature reviewed indicates that PYD programmes result in positive 

personal, social and academic outcomes for youth. 

There is a lack of consistency in literature, for example, significant number of reviews 

and programme evaluations indicate inconsequential outcomes for long-term impact, while 

various other studies report significant outcomes to have been achieved. There is a clear call 

by researchers and evaluators to include substantial information on programme context and for 

evaluators and researchers to acquire more data on the context of youth’s lives. More context 

is necessary to understand the influence of who participates in youth development programmes 

as well as how these characteristics interact with the programme context to influence outcomes 

for youth (Roth & Brooks-Gunn, 2015). Further, the reason for mixed results is the 

methodological constraints that limit the interpretation of evaluation results, non-

representativeness of evaluated programmes, service delivery approach of programmes and 

missing contextual characteristics of programme participants. 

Implications for the evaluand, there is limited support for the Qhubeka! Youth 

Development Programme achieving its overall intended impact in the evaluation literature. 

However, the is evidence that the Qhubeka! programme will be able to achieve its short-term 

outcomes. Similar programmes, although different in context have yielded positive outcomes. 

It is likely that an evaluation of the short-term outcomes will yield similar results. Therefore, I 

suggest that this programme focus on achieving realistic outcomes which it is more likely to 
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achieve, which, in the case of the Qhubeka! Youth Development Programme are short-term 

outcomes with measurable but small effects. 

Finally, it is worthy to note that there are gaps in literature, significantly in vigorous 

studies. Thus, considering the lack of evidence to suggest long-term intended impact, it cannot 

be assumed that the Qhubeka! programme will have the intended outcome. In conclusion, a 

programme like the youth development programme by Just Grace is quite complex in nature 

and thus inclusive of various components, the programme may have to narrow its focus of its 

intended impact to ensure that outcomes are achieved. 

Evaluation of the Qhubeka! Youth Development programme 

The youth development programme is one of the first programme offerings by Just 

Grace, and Just Grace’s request for evaluation was to assess the performance of the programme 

and gain a rich picture of how the youth development programme was being implemented. 

There was also a request that the evaluator explore whether or not the programme is reaching 

its outcomes from the perspective of programme facilitators and the participant learners. The 

request for the evaluation was managed through the UCT Knowledge Co-op. Based on the 

evaluation needs of Just Grace, a short-term outcome and quality of service delivery evaluation 

was deemed appropriate.  

Programme evaluation findings serve three primary purposes, rendering judgments, 

facilitating improvements and or generating knowledge (Patton, 1997). With this 

understanding in mind, the definition of programme evaluation can be expanded as “the 

systematic collection of information about the activities, characteristics and outcomes of 

programmes to make judgements about the programme, improve programme effectiveness, and 

or inform decisions about future programming” (Patton, 1997, p.23). Elements of the Most 

Significant Change (MSC) evaluation approach were helpful in all three purposes. For this 

reason, some elements of the MSC approach were drawn upon in the evaluation.   

Evaluation questions 

In the below Table 1 are the short-term outcomes and quality of service delivery 

questions. 

Table 1 

Short-term and Quality of Service Delivery questions 
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In the next chapter, Chapter Two of this dissertation, the method that I employed to 

conduct this evaluation is described. In contrast, in Chapter Three, the results from this 

evaluation are presented. These I discuss with suggestions for improvement in Chapter Four. 
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Chapter 2: Method 

The objective of the evaluation was to assess the short-term outcomes and quality of 

service delivery by the Qhubeka! Youth Development Programme. The aim was to gain an 

understanding of the performance of the programme and give a rich picture of how the 

programme was implemented, and if it managed to reach its short-term outcomes. This chapter 

discusses the research design, research framework, evaluation approach, methods to collect 

data, data sources and analysis approaches that were used.  

Research design 

According to Patton (2015), two qualitative research frameworks can be used in 

programme evaluation: (1) the pragmatism; and (2) the generic frameworks. A generic 

qualitative inquiry (GQI) framework was used to guide this study. Patton (2015) defines a 

generic qualitative inquiry framework as focusing on descriptions of what people experience 

and how they experience what they experience. It is descriptive and seeks to understand and 

explore a phenomenon, a process, or the perspectives and worldviews of the people involved 

(Persson 2006) which was the focus of this study.  

Qualitative evaluation designs gather data in words or visual images (Patton, 2015) and 

use non-preconceived measures. The analysis and reporting of findings take the narrative 

format (Weiss, 1998). As such, the research design used for this study was a qualitative 

exploratory-descriptive evaluation design. This exploratory-descriptive design was used to 

conduct the assessment of short-term outcomes and quality of service delivery of the Qhubeka! 

programme.  

Blaikie (2000) suggests that an exploratory design be used to gain insight into a 

situation, phenomenon, community or individual, also supported by Stebbins (2001). Rubin 

and Babbie (2005) propose that a descriptive design thoroughly examines phenomena and its 

deeper meaning. Thus, an exploratory-descriptive design evaluation seeks to gain a detailed 

understanding of what could be happening in the programme (Patton, 1987). The clients’ 

evaluative needs sought to gain a deeper understanding of the experiences of programme 

beneficiaries concerning reaching the programmes’ short-term outcomes and the quality of 

service delivery of the programme by implementers. Therefore, an exploratory-descriptive 

design was considered the best approach. It enabled the investigator to gain a deep 

understanding of the participants’ perceptions of how well the short-term outcomes and quality 

of service delivery of the programme were achieved.   
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Research framework 

GQI can be viewed as a framework that intentionally does not fully align with a single 

established qualitative methodology (Bellamy, Ostini, Martini & Kairuz, 2016). Instead, GQI 

draws on the strengths of one or more frameworks but deviates from their intent or guidelines 

in a way that is beneficial to the evaluation (Bellamy et al., 2016). Conditions that may warrant 

use of a GQI framework, which correspond with the evaluands situation, include eliciting 

understanding and meaning and richly descriptive findings, using the researcher as the primary 

instrument of data collection and analysis, and triangulating findings from fieldwork. Percy, 

Kostere and Kostere (2015) agree that if a topic’s focus is outward, i.e., on the contents of 

opinion and on actual-world experiences and happenings rather than on participants’ ‘inner 

feelings’ then we should consider the GQI framework. The framework aligned well with the 

purpose and design of the study as presented in the preceding section. 

Due to the lack of prior theory or pre-packaged epistemology that governs GQI, 

Bellamy et al. (2016) suggests that evaluators using this approach need to know their choice of 

how and to what extent epistemology will inform their study. Caelli, Ray and Mill (2003) 

suggests that, at a minimum, the researcher should explicitly identify their disciplinary 

affiliation and the assumptions they make about the topic of interest. Therefore, as the primary 

evaluator, with a background in applied social sciences, specifically the social work discipline, 

the evaluation was framed by a constructivist paradigm. The constructivist paradigm views the 

world and reality as human constructs that cannot be considered and appreciated in isolation 

from their contexts (Crotty, 1998). Within this paradigm I used a social constructivist 

epistemology, with a focus on how perceptions can be shaped by one’s social relationships and 

interactions.  

Evaluation approach 

The generic qualitative approach chosen to evaluate the programme is valuable in 

understanding the context of the programme as experienced by the programme beneficiaries 

and implementers. Further, it allows for an in-depth understanding of the phenomenon. This 

approach was used in conjunction with elements of the Most Significant Change (MSC) 

Approach which, according to Davis and Dart (2005) involves producing, generating, 

collecting and analysing personal interpretations and reports of change then deciding which of 

these reports is the most significant and why. This approach contributes to evaluation because 

it provides data on impact and outcomes that can be used to help assess the performance of the 

programme as a whole (Davis & Dart, 2005). The combination of these approaches aligned 
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well with the client’s needs, which were to assess short-term outcomes and quality of service 

delivery of the Qhubeka! Youth Development programme. Of the 10 steps that guide the 

implementation of the MSC approach by Davis and Dart (2005), the elements of the MSC 

approach that were utilised included data collection, more explicitly, step 4; collecting stories. 

Data sources 

The evaluation used both primary and secondary data sources. These are discussed 

below. 

  Primary data sources 

According to Patton (1987), evaluations include a comprehensive description of 

programme operation from the perception of programme staff, administrators and 

beneficiaries. The primary data providers for the evaluation were Just Grace, Qhubeka! Youth 

Development programme facilitators and grade 12 learners. 

  Demographic details of primary data sources 

The Qhubeka! Youth Development programme facilitator were three, of which, one 

was male and the others, female. Of the three facilitators, one was in administration, and all 

three were instrumental in programme implementation. Two of them were involved in 

academic support and tutoring, and one a life skills training and book club lead. All were full-

time facilitators with at least more than one-year experience of facilitation in the programme. 

 The learners were the direct Qhubeka! Youth Development programme beneficiaries. 

They included 10 learners, of whom all were in grade 12 and had already experienced their last 

year as beneficiaries of the programme. 6 were male and 4 were female. 

Secondary data sources 

The organisations’ documents such as the concept documents, annual reports and other 

official organisational documents allowed for the withdrawal and integration of relevant 

information that was used to describe the evaluand as intended. 

 The criteria for the selected material used as part of the document analysis included the 

following: 

• Documents that explained the Qhubeka! Youth Development Programme, 

• And reports on the implementation and results of the programme as measured by 

Just Grace. 



 

24 
 

Sampling  

I employed a non-probability purposive sampling strategy to select evaluation 

participants. This sampling method is mainly used in exploratory-descriptive research designs 

(Patton, 2015). This was an effective way of recruiting participants who had insight into the 

evaluation questions. This is also a typical sampling method for the MSC approach, as 

sampling is seen as a selective ‘purposeful’ process (Davis & Dart, 2005). Table 2 illustrates 

the selection criteria that was used to identify Qhubeka! Youth Development programme 

facilitators and learners who participated in the study. Participants had to satisfy all of the items 

in the criteria: 

Table 2 

Selection Criteria 

 

Sample Size 

The sample size of this study was not predetermined before the beginning of data 

collection. However, the sample size for the evaluation was determined using the redundancy 

approach during actual data collection. A redundancy approach is defined by Newcomer, Hatry 

and Wholey (2015) as a method where a researcher continues interviewing until no new 

insights are presented. The redundancy approach is also referred to as the saturation approach 

(Fox et al., 2017) to qualitative research by other theorists and is defined in the same way. 

There is no specific sample size defined in literature for an MSC approach; the typical size is 

between 10 – 30 participants. The MSC data collection process requires that participants to 

reflect critically and analyse the outcomes and changes they have experienced or observed 

throughout their participation in the programme (Choy & Lidstone, 2013). 
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Data collection method 

According to the MSC approach collection of stories, step 4 of the MSC process 

involves collecting stories through written accounts, interviews and audio recordings. This 

study used semi-structured interviews as a way to collect MSC stories. Semi-structured 

interviews have a degree of structure whilst allowing the researcher the freedom to make 

modifications where necessary (Saldana & Omasta, 2018). This method was flexible, yet it had 

the guiding questions that helped to ensure that the evaluation objectives were covered. To 

facilitate the conversation a semi-structured interview guide with a limited number of open, 

exploratory questions was used. Interviews were recorded and the interview guides used to 

collect data from the Qhubeka! Youth Development programme facilitators and learners. The 

development of the interview guides was directed by the short-term outcome evaluation focus, 

as well as given the emphasis on quality of service delivery of the Qhubeka! Youth 

Development Programme. 

The data collected enabled the evaluator to explore the most significant change stories 

from the perspective of the participants; as well as to learn about their experiences of the 

quality-of-service delivery, as well as how this could be improved. The interviews were 

conducted in a safe and private space. Due to COVID-19, strict adherence was given to 

guideline protocols such as social distancing. This was maintained through keeping one meter 

apart between the researcher and participant. Other guidelines included a sanitiser as the 

participant entered the interview room and wearing of masks by both the researcher and 

participant.  

For secondary data, oral consent was acquired from the director to access organisational 

documents such as annual reports, programme overview and concept documents.  

Interviews were conducted in January – February 2021. The interviews were conducted 

in English and IsiXhosa interchangeably, these were the appropriate languages for all 

participants. The programme coordinator at Just Grace served as the contact person between 

the researcher and the participants. The coordinator consulted the participants, prepared the 

schedules and made all arrangements for the interviews. Each time the interviewees confirmed 

their participation and the time they would be available; the coordinator informed the evaluator. 

All interviews were held at the Just Grace offices. The interviews took place in the morning to 

afternoon depending on participants availability.  
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Overall, I conducted a total of thirteen one-on-one interviews; three with Qhubeka! 

Programme facilitators and ten with the learners. 

Data Analysis 

Thematic content analysis is a widely used method of analysis in qualitative research. 

This was the method used in this evaluation. It is a method for identifying, analysing and 

reporting patterns within data (Braun & Clarke, 2006).  Thematic content analysis is a 

foundational method of analysis that is needed to be defined and described to solidify its place 

in qualitative research (Braun & Clarke, 2006).  

According to Patton (2015), exploratory qualitative evaluations follow an inductive 

content analysis approach to data analysis. This is the approach that I followed in this study. In 

an inductive approach, the evaluator allows the patterns, themes and categories of analysis to 

come from the collected data. Therefore, the inductive content analysis method entails 

identifying, coding, categorising, classifying, and labelling the primary patterns in the data 

(Patton, 2015). I considered this method to be appropriate as it was consistent with the 

evaluation design and the data collection methods used to carry out the evaluation. This method 

is illustrated in the below Figure 2. 

Figure 2 

Process of Thematic Inductive Content Analysis 
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The researcher transcribed a total of thirteen interviews (ten with learners and three 

with programme facilitators). The researcher manually searched transcribed data and counted 

reoccurring words. The unit of data analysis was by individual participants for all the 

participants. The researcher then analysed the content to understand the participants' 

experiences and perceptions of the Qhubeka! Youth Development programme using the 

defined phases of thematic content analysis as described in table 3 below and followed by a 

step by step narrative. 

Table 3 

Step by step narrative of the Thematic Inductive Content Analysis 
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In the initial phases of the analysis, the evaluator prepared and familiarised themselves 

with the data. Each interview was transcribed into a verbatim transcript in the order that the 

interviews occurred. The transcripts were then formatted and printed out, after which the 

evaluator read each transcript three times, line by line. During the third reading, the evaluator 

intuitively highlighted any sentences, phrases, or paragraphs that appeared meaningful, 

whether they were related to the predetermined category of evaluation questions. Each 

participant's highlighted data was then read to see if it was related to the evaluation questions. 

All highlighted data that was not relevant was eliminated and stored separately. Each data item 

was coded by giving it a descriptor of a characteristic word found in the data (e.g. problematic 

behaviour). 

This continued until all data had been coded. Analysing relevant data followed. In phase 

one, related codes were clustered together to form code groups. Themes started to emerge. 

Using Microsoft Word, the evaluator manually created tables presenting the themes that 

emerged from each interview transcript and attached illustrative quotes to each theme that 

would offer evidence referring to the theme. Any patterns not related to pre-existing themes 
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but considered relevant to the overall evaluation were kept separately. Overarching themes 

were then established using the remaining patterns and pre-existing themes.  

The themes were then refined, defined, and named to portray the overall story found in 

the analysis accurately. Steps were repeated for all data that had been eliminated. Any patterns 

relevant to the defined themes were analysed and included if they were considered to bring 

new information. Where relevant, the themes were then updated and finalised. Once this 

process was concluded, the researcher conducted a constant cross-participant to identify 

consistencies, differences, relationships and linkages on the outcomes and standards assessed 

(Patton, 1987; Renner & Taylor-Powell, 2003; Thomas, 2006).  

Further, a review of the programme documents comprised the evaluator reading 

pertinent official documents to examine abstract descriptions (Patton, 2015) that would provide 

complementary data to detailed evaluation questions. The attained information enabled the 

evaluator to triangulate (Cooper & Endacott, 2007) the data obtained from interviews with the 

learners and programme facilitators. This involved comparing results from interview 

transcripts and Qhubeka! Official documents to enhance the legitimacy of the findings. It is 

important to note that there were no specific questions used for document analysis. 

Ethical considerations 

Prior to the commencement of the evaluation, I sought permission from Just Grace to 

evaluate the Qhubeka! Youth Development programme. This was facilitated by the UCT 

Knowledge Co-op, with which the evaluation was a collaborative applied research project as 

part of the university’s social engagement and outreach initiative. A memorandum of 

agreement between Just Grace and the UCT Knowledge Co-op was drawn up, this stipulated 

the responsibilities of the evaluator and Just Grace in the undertaking of this study (Appendix 

A). Permission was granted to the evaluator and access to information and documents required 

during the evaluation process. Thereafter, a proposal was developed by the evaluator and 

submitted to the UCT Faculty of Commerce Ethics in Research Committee for approval. The 

proposal outlined the evaluand, the plausibility of the programme theory and the methodology 

that would be used to conduct the evaluation.  

De Vos defines ethics as preferences that influence behaviour in human relations, 

conforming to a code of principles, the rules of conduct of a given profession (2014).  

Following the ethics framework, the evaluator received clearance and approval to proceed with 

the evaluation (Appendix B). According to Denzin and Lincoln (2011), participation in any 
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study should start with complete and open information, which means that participants need to 

be fully informed about the evaluation being conducted. The evaluator ensured that all persons 

participating in the evaluation were informed about the evaluation and its purpose.  

Participants’ rights were upheld in conducting this evaluation. The evaluation research 

principles that relate to the primary data sources’ rights include: (a) informed consent; (b) 

voluntary participation; (c) confidentiality; and (d) anonymity (Fox et al., 2017). Consent forms 

were accessible on the cover page of all the interview guides. Programme facilitators were 

requested to read and sign consent letters before starting the interview process (Appendix C). 

Similarly, learners’ consent was sought from parents or guardians where applicable (Appendix 

D). Participants were also informed that participation in the evaluation was voluntary. This was 

to ensure that participants made informed decisions about participating in the evaluation. 

Permission to record the interviews was sought before the interviews, and permission was 

granted. This allowed the participants to get involved willingly. 

Regarding confidentiality and anonymity, no identification by the name of the position 

is made in any report or interview data, ensuring that confidentiality and anonymity were 

upheld—the evaluator assigned numbers to all the participants in the study. Finally, the data 

collected is accessible only to the researcher and stored on a password secured laptop and 

external hard drive. 

Conclusion 

This chapter outlined the methods used to address evaluation questions. The evaluator 

also discussed the ethical considerations that guided the evaluation process. The following 

chapter, Chapter Three – presents the results from this evaluation which are discussed in 

Chapter Four. Final steps were followed in the final write-up of this dissertation. 
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Chapter Three: Results 

This chapter presents the evaluation results of the Qhubeka! Youth Development 

programme obtained using a thematic inductive content analysis and relevant programme 

documentation to triangulate the interview data. Following the analysis approach described in 

the previous chapter, six themes and eighteen sub-themes emerged, illustrated by Figure 3. The 

themes are presented and evidenced using direct illustrative quotes from participants. A 

significant line of enquiry was the question which sought elements of the programme 

participants found most valuable in supporting positive outcomes. Responses to this question 

may have implications for programme design and implementation. Programme documents’ 

supporting data are pulled and integrated where relevant. This chapter concludes with a 

summary of the findings.  

Figure 3 

Themes and sub-themes that emerged 
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Theme one: Perceptions of the benefits of the programme (most significant change) 

To assess aspects of the programme participants, the learners had to describe their most 

significant changes resulting from the programme. As is the process with the MSC approach 

the learners could only reflect from their own perceptions and lived experiences within the 

Qhubeka! programme. Similarly, programme facilitators (through the use of interviews) are 

encouraged to account what they observed as changes in the participants that they perceive to 

be a result of participating in the programme. The three sub-themes that emerged as benefits 

of the programme are: (1) improved academic performance; (2) development of key 

competences; and (3) improved self-efficacy. These are discussed below: 

Improved academic performance 

The participants all had similar reasons for joining the Qhubeka youth development 

programme, the reason being to receive academic support. A predominant theme that emerged 

across interviews was improved academic performance. Participants indicated that they had 

seen an improvement in their academic performance since taking part in the programme. The 

learners attribute this to tutoring which forms part of the academic support. These weekly 

support sessions cover work that the learners have done in their classrooms whilst tutors assist 

with content knowledge and technical skills where required.  

Participants were encouraged to discuss their perceptions of the programme’s impact 

resulting in the most significant change. Most participants focused on academic results. Six 

participants indicated improved academic performance. In this regard, four learners, noted at 

least some improvement in their academic performance and results. Figure 4 below, illustrates 

the Qhubeka! programme pathways of the academic component. 

Figure 4 

Qhubeka! academic component pathways 
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Just Grace uses multiple teaching and learning methodologies, including but not limited to the 

flipped classroom approach, active learning techniques, metacognition, the development of 

growth mindsets. The academic component of the Qhubeka! programme insists that learners 

retain and learn more information when they are more actively involved in the teaching 

processes. According to Just Grace, by offering increased autonomy over when and how they 

prefer to learn, learners are provided with increased urgency and ownership of their learning 

processes. 

Quotes below illustrate this perceived benefit by the learners: 

“I gained a lot from the programme, particularly around learning and how to learn. Back 

home, I did not know how to study until I got in the programme, they would explain concepts 

that I did not understand and also the study skills” – [Learner 6] 

“Improvement of my marks from grade 10, I ended up being number one performer in maths 

literacy because of the programme. What was helpful for me was that I was taught how to learn 

and I was encouraged to ask questions, the tutors where very helpful in that regard” – [Learner 

7]  

“The programme helped me a lot because I was struggling with my subjects especially maths, 

life sciences and geography and due to attending sessions I was able to improve my subjects” 

– [Learner 4] 
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“The most important change is that I improved my maths results, I was performing poorly in 

maths….it helped me with my maths and I improved my results, that’s the most important 

change I wanted to improve my results and the programme helped me” – [Learner 3] 

Two of the three facilitators interviewed were also in support of this outcome by the 

learners as evidenced by the below quotes: 

Academically you see changes in them because from term to term they submit their results from 

which we are able to track…definitely academic achievement” [Facilitator 3] 

“Their behaviour and academic performance improve as a result of the programme…Many of 

the beneficiaries we have in the programme – they had behavioural problems, they were unruly 

and would not listen in a classroom setting. However, as they continued becoming a part of the 

Qhubeka programme you could see the change in their behaviour, they started having a clear 

vision of the future and themselves, you see a difference in how they interact with others and 

each other. They start taking school seriously and the programme takes them away from the 

streets” – [Facilitator 1”  

Another emergent theme from the interviews is that the youth development programme 

is far more beneficial than purely academic. Participants indicated that it is not just the 

academic improvement that benefited from participating in the programme. In contrast, 

academic improvement was a favoured outcome. References were made to mediating 

beneficial outcomes such as social and learning skills. As evidenced in the below quote, the 

learner's overall behaviour is seen to change and become more positive because of the 

programme: 

 “Um, the programme helped me with improving my marks, overall performance, 

communicating with others as well as my behaviour” – [Learner 2] 

Just Grace using the flipped classroom methodology encourages learners to actively prepare 

for class in their own time, allowing for more engagement, dynamic and interactive learning 

activities to occur during the after-school face-to-face class time. Just Grace believes these 

assists learners in collaborating and engaging with peers and facilitators to further develop their 

understanding of the content. 

Improved self-efficacy 

It would seem that there is a shift that happens as learners engage with the programme 

activities. One of the short-term outcomes of the programme is for learners to gain self-

confidence, self-awareness and self-efficacy. The programme sets expectations for the learners 
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in terms of respect and participation. For instance, learners are motivated to interact with each 

other in English, practice their oral and presentation skills in this language. See below quote to 

illustrate:  

“First of all, you are challenged to speak outside of your mother tongue and encouraged to 

speak English and that boosted my confidence in speaking the English language hence even 

when I interact with other people who maybe do not speak my home language IsiXhosa I am 

able to communicate with them and I started believing in myself that I can do this” – [Learner 

1] 

The program is viewed as creating a place where learners feel cared for, supported, and 

part of a family. This creates a sense of self-belief for the learners and hence the emergence of 

confidence development. One learner recalls a particular belief in the programme, resulting in 

internal liberation and a sense of urgency. Two of the below learners give accounts as to how 

the programme fostered self-confidence:  

 “You know how hard it is to stand in front of the class and do corrections…that was my 

weakness in class, I couldn’t articulate myself. Being in the Qhubeka programme made me 

destroy walls I had built to protect myself...I can do stuff because I gained confidence in myself 

through the programme” – [Learner 3] 

“It’s different in the Qhubeka programme, everyone was respectful and I gained a lot of 

confidence and actually started to enjoy reading and doing orals in front of others” – [Learner 

8] 

Just Grace’s use of the flipped learning approach encourages a learning culture whereby 

lessons move from a traditional teacher-centric to a learner-centric format. In this way, learners 

guide the style and pace of a session by influencing class discussions and asking facilitators for 

assistance when needed. When required, facilitators guide learners through a practice 

assessment, whereby their own experimentation helps them form a deeper understanding of the 

content. Learners are encouraged and able to explore new concepts and material in their own 

time in a flexible yet supported classroom environment. 

It is evident that the programme fosters an environment where self-discovery happens, 

and a lot of learning takes place. Many of the activities in the Qhubeka programme are skills-

based. For example; the life skills sessions, where participants learn about self-awareness and 

relationship building, goal setting and have the opportunity to engage on topical issues. Book 

club is another opportunity learners’ have to read and learn, and perhaps engage further on the 
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more topical issues. All of the above-mentioned results were used to reinforce the subtheme of 

– improved self-efficacy.  Two programme facilitators give an account of their own 

observations below: 

 “I think they gain a lot in terms of learning to stand up for themselves and become their own 

person, you would see the mindset the kids have when they join the programme and they as you 

watch you will see the change in their behaviour” – [Facilitator 1] 

“There’s a mindset shift when they participate in the programme and complete the programme 

and having them join the collaborative partnerships we have” – [Facilitator 2] 

Development of key competencies 

It is clear from the interviews that the Qhubeka programme nurtures the learners and 

enables them to gain a set of skills and attributes. Learners develop a desire to behave 

differently than before the programme. One of the learners indicated in the above quotes 

mentioned learning how to deal with anger as an example, whilst another one indicated a lack 

of listening skills before the programme. This further takes us to the next sub-theme that 

emerged quite strongly.  

The development of key competencies is another anticipated outcome resulting from 

the programme. One of the facilitators mentioned below, when asked about the beneficial 

outcomes for the learners through the programme. 

“I think that for them they perceive it to be the academic improvement from the academic 

support because it is the most important thing to them but I would say it’s the soft skills they 

acquire which is the skills they attain through life skills and book club” – [Facilitator 2] 

Positive youth development programmes are popular for focusing on cultivating 

competencies that enable the youth to be healthy and responsible people. As a PYD 

programme, the Qhubeka programme seems to be able to cultivate these critical competencies 

through activities that rely heavily on engagement and participation from the learners. As such, 

learners seem to acquire communication skills, interpersonal skills and listening skills, which 

are measures of the behaviours and skills that form part of critical competencies. The below 

quotes illustrate this. 

 “It’s socialising with other people because here you learn about socialising and interacting 

with people… I learnt to stand up and talk to people and be open about my feelings” – [Learner 

1] 
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“I can now, when talking to someone listen actively, before the programme I wouldn’t associate 

with others because I was shy and it would be difficult for me to interact…I have developed 

empathy, I listen to others and I am now a caring person” – [Learner 10] 

“Well at first I wasn’t a really good communicator, especially around people I didn’t know but 

now I can communicate clearly and openly with others which is what has also improved about 

me, I am now able to be friendly with other people, communicate in a right way and understand 

how to be around other people, which is I have improved from before” – [Learner 2] 

“I’ve noticed a difference in my interactions with others, I have made good friends, I can even 

make others laugh which is something I didn’t know about myself” – [Learner 3] 

Theme 2: Programme activities resulting in changes 

The Qhubeka programme has many activities which aim at increasing the technical and 

soft skills of learners as evidenced in theme one. These have already been shown to lead to 

certain outcomes in the above sections. However, it is important to identify from the perception 

of learners and programme facilitators which of these activities have overarching results. When 

evaluating the activities that learners and programme facilitators perceive to have resulted in 

most significant changes there is congruence as to which of these activities lead to the desired 

outcomes. The evaluation reveals that both learners and facilitators attribute changes to (1) the 

holiday club; (2) book club and life skills (3) computer training and coding; and (4) academic 

support. The below Figure 5 illustrates how these four activities mapped onto the thematic 

areas identified in theme 1: 

Figure 5 

Thematic map to illustrate how these four activities mapped onto the thematic areas identified 

in theme one 
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Note: This figure demonstrates how the activities covered in theme two mapped onto the benefits participants 

reported in theme one. It provides direct mechanisms or links of how and which activities resulted in the positive 

outcomes experienced by participants. 

The holiday clubs 

The holiday club is an activity which takes place during June – July when schools are 

in recess. Learners are exposed to a different environment and activities. For four of the learners 

this holiday club held a deep significance in achieving short-term outcomes of the programme 

such as confidence, a sense of belonging, self-awareness and interpersonal skills, leadership as 

well as better peer relationships.  

There are some mechanisms that enabled the effectiveness of the holiday club. These 

include; the encouragement of participants to interact with each other and step up to the 

unknown. Participation is as the core of the holiday club, where learners step out of their 

comfort zone and are challenged to work in teams and contribute to tasks. The environment in 

itself is different, its outside of what constitutes normal activities for the participants and 

furthermore, participants discover their potential. The below quotes illustrate the mechanisms 

of why the holiday club was effective. 
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“The holiday programme, there you meet other kids you’ve never me or spoken to before, which 

is, you get to interact and get to know others and then you learn about how people can be 

different and to appreciate the differences” – [Learner 2] 

“The holiday programme was the most beneficial for me, there would be a lot of us and we 

would all have to participate and stand in front of people to present even in groups we would 

have to participate and contribute in the tasks” – [Learner 5] 

One of the programme facilitators shared the same sentiments as the learners as 

evidenced by the below quote. 

“I would say the holiday programme has a lot of influence, it’s like camp and they get to 

experience different places, they play games there. It allows them to explore a different setting 

and exposes them to a different world” – [Facilitator 1] 

Evidence of the results of the holiday club for the learners is reflected further in the 

obtainment of leadership skills and peer relationships experienced by the learners. See below 

quotes to illustrate. 

“The holiday programme helped me discover my leadership skills and potential, there are tasks 

that we do there and they challenge you to step out of your shell. I remember discovering my 

potential there as I had to lead a group of 15 learners and my group won the activities” – 

[Learner 1] 

“The holiday programme made a huge impact on me because in as much as we had fun with 

other kids you know and as a kid that is quiet – I never experienced that you know. So, we’ve 

gone to camps – I have gotten to see places I never knew” – [Learner 3] 

 Book club sessions and life skills training 

Similarly, to the holiday club – the book club and life skills training are activities, 

learners and facilitators outlined as having a significant impact. Learners used the life skills 

training sessions interchangeably with book club sessions and would give similar examples 

when describing either one, and so for that reason, these two activities are combined to illustrate 

their benefit.  

According to Weiss et al. (2005) in order for PYD programmes to be successful, 

programme facilitators need to place significance on what she terms, “participation equation” 

in its totality. The three important components of participation include: enrolment, attendance 

and engagement (Mahoney et al., 2010; Weiss et al.,2005). 



 

40 
 

Some of the mechanisms as to why the book club and life skills were effective, include 

the creation of a safe space by programme facilitators. Certain norms or rules of engagement 

created a foundation where participants felt respected, acknowledged and understood. 

It would seem that though there is counselling and psychosocial support provided by 

social workers through voluntary sessions and home visits, the behaviour change outcome 

referred to in theme one is the outcome resultant from learner’s participation in life skills 

sessions and book club. See below illustrations as evidence to why the book club and life skills 

were effective.  

“Reading or oral classes definitely had the most impact on me. I remember in the classroom at 

school whenever we had reading or orals I would be very negative and unwilling because other 

kids at school would be laughing and as a result I would not have confidence. It was different 

at Just Grace, there we had a safe environment and no one could laugh at another person and 

my practise started there” – [Learner 8]  

“I would say the life skills where I learnt communication skills and interpersonal skills, now 

others are able to feel free around me and I have also learnt how to communicate and interact 

with others” – [Learner 9] 

“I would say the overall school life is going to end and they are going to go into work spaces 

with other people and they will need to communicate, know their interpersonal skills, conflict 

resolution etc, those are found in the holistic support that we offer like the psychosocial support, 

home visits but more so where they engage like in the book club and life skills sessions that is 

the type of support that helps in relationship building – [Facilitator 2] 

Computer training and coding 

Computer training and coding is also one of the activities attributed to bringing about 

the desired outcomes. This computer training results in computer literacy and basic computer 

skills. The computer training occurs over four weeks and by the end of the programme learners 

should have received 16 weeks of basic computer training. This activity has significance for 

the learners as demonstrated by the below quotes. 

“I would say coding that I have received really opened my mind, it helped me learn how to 

think” – [Learner 10] 

“Coding is definitely the programme that did it for me, you had a lot more time to learn through 

stuff there and it had a lot of tutors so there wasn’t any pressure to get things right, right away.” 

– [learner 6] 
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“Computer training because it’s something that is new to them and when they are in the 

classroom they seem eager to learn how computers operate and the applications available in 

computers, how they work and stuff, and also for some of them it’s their first time learning how 

to even turn on a computer and how to type” – [Facilitator 3]  

Weekly academic support 

Academic support is provided by the Qhubeka! programme whereby learners work 

through what they have covered in class, technical questions that learners struggle with and 

using resources such as textbooks and study guides to facilitate further learning. It is worthy to 

note that learners and facilitators refer to this academic support as tutoring, further the learners 

identified programme facilitators interchangeably with the word “tutor”.  

In actuality Just Grace has as mentioned in chapter one, 11 full-time staff, 2 part-time 

staff and 8 contractor employees. As part of the academic support, the staff compliment is made 

up of 1 paid head facilitator and 2 paid facilitators. There are volunteers cross the Just Grace 

programmes who apply to Just Grace to assist with academic sessions, computer training, 

coding and book club.  

Just Grace refers to volunteers as tutors, further some learners refer to programme 

facilitators as tutors which then creates a confusion between those who are facilitators and those 

who are volunteers, offering tutoring.   

The programme documents of the Qhubeka! programme do not clearly outline the 

curriculum of the academic component of the programme. This limited my own understanding 

of the tutors or volunteers’ role within the programme in isolation from that of the programme 

facilitators. Therefore, due to the limited time-frame for the study, I could not adequately 

outline the components of the academic programme for example; the tutor-to-learner ratio, 

hours spent specifically on tutoring and subject support.  

Further, as a result of the restrictions posed by the COVID-19 restrictions, I could not 

interview the programme volunteers who offer tutoring to the learners. However, it is worthy 

to note that due to Just Grace’s methodology the Qhubeka! programme does not place an 

emphasis on tutoring as they do not use the traditional tutoring model. Therefore, the 

programme is designed that even if volunteers are not consistent the academic component still 

achieves its outcomes through the head facilitator and the junior facilitators. This would then 

suggest that Just Grace does not place a high reliance on volunteers. 
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The academic support takes place during the week after school and for a few hours on 

Saturday over the weekend. It is the crucial activity that leads to the academic improvement 

outcome indicated in theme one. Below are quotes to illustrate the perceptions of academic 

support and its benefit.  

“The after-school and Saturday classes really helped me. This resulted in me spending most of 

my time with activities within the Qhubeka programme. Almost every day I would be at Just 

Grace, that took me away from the streets. Everything I needed to improve my academic and 

personal life was at Just Grace – [Learner 7] 

 “Academic support is one of the most important activities, this is where they get to learn ways 

in which to learn and apply knowledge they already have. You will realise it’s not that these 

kids don’t know their work they just needed a different way or perspective and then they get it” 

– [Facilitator 1]  

“Tutoring is the programme that stands out for me, it helped me improve my academic 

performance. People always say Grade 12 is hard but I did not experience that because the 

Qhubeka programme supported me” – [Learner 4] 

It can be surmised that the above activities are therefore all the things that the 

participants regard as going right in the programme and therefore produced desired changes. 

However, it is just as important to outline the things that programme participants viewed as 

inhibitors of change or issues with the programme that impact the short-term desired outcomes.  

Theme 3: Programme inhibitors 

This section refers to aspects of the programme where learners feel the programme was 

lacking. These issues also lay a foundation to uncover where the programme can improve for 

further positive change to take place. The sub-themes that emerged include: (1) inadequate 

number of tutors; (2) irregular tutor attendance; (3) limited time in tutoring sessions; and (4) 

limited textbooks. I am aware that Just Grace offices do house textbooks per grade and per 

subject through hard-copies as well as electronic copies through the use of tablets, however the 

experiences of the learners indicated a deficiency in this regard. It is worthy to note that the 

issues listed as programme inhibitors all fell within the frame of academic support.  

Inadequate number of tutors 

The Qhubeka! programme and Just Grace’s methodology is not tutoring and therefore 

does not rely on tutors teaching content, however there seems to be limited understanding of 
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the academic support by some learners which results in the inference that the academic support 

offered by Just Grace is comparable to other traditional tutoring programmes. 

Just Grace as an organisation is has 11 full-time staff members in the employ, 2 part-

time staff and 8 contractors. It is standard practice that facilitators facilitate across programmes 

this can include and is not limited to the Youth Development Programme. Programme 

documents indicate that Just Grace has about 32 volunteers – however it is unclear the extent 

to which volunteers support the programmes. However, it is worthy to note that the 

organisation and its programmes has and occasionally receives expert advise from teachers and 

lecturers who support the programme with design and review.  

Due to the multifaceted nature of the academic component it is unclear what the learners 

understand to be tutoring versus the academic support provided by the Qhubeka! programme. 

It is evident that for the participants, academic support translates to tutoring instruction as the 

participants do not mention another kind of support. The academic support or tutoring 

component is not clearly defined in the Qhubeka! programme documents. Participants refer to 

an inadequate number of available tutors to facilitate the after-school and Saturday classes for 

academic support, even though the facilitator ratio is 3 facilitators per class. Also, the 

methodology of the Just Grace programmes is learner cantered, in that learners need to do work 

themselves and learn to learn on their own which possibly leads to some feelings of inadequate 

support of lack of tutors although a majority of the learners interviewed feel they have 

improved academically. 

It is not clear the extent to which the programme facilitators lead this academic 

component of the programme, however – two of the interviewed programme facilitators are 

involved in the implementation for the academic component of the programme, where one 

facilitator leads the life skills and book club components. 

Learners felt that there is a limited or inadequate number of tutors available to assist 

with tutoring. Tutors, otherwise referred to as volunteers in Just Grace programme documents, 

should assist learners with technical questions and guidance in learning specific subjects. 

According to Just Grace, when required, facilitators guide learners through a practice 

assessment, whereby their own experimentation helps them form a deeper understanding of the 

content. See below quotes to illustrate. 

 “Sometimes tutors are not available because there are not enough tutors here, then you have 

to do your own thing till a tutor is available” – [Learner 3] 
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“For example, the physics tutor, you’d find that there is one tutor and when he is not there you 

won’t get help that day because the other tutors only know maths and, on that day, you will 

struggle because others don’t know physics” – [Learner 1] 

“I would just say they must add more tutors because the programmes are fine they just need 

more tutors our subjects” – [Learner 6] 

“The problem is that there is limited tutors and you find that others have limited knowledge so 

they can’t help in every subject cause then there will be a tutor but they will tell you they don’t 

remember certain concepts” – [Learner 2] 

“There is a problem with tutors, there are few tutors, when some of us need help with subjects 

like history you’ll find that the tutors can’t help, they only know the popular subjects like maths, 

physics and life sciences” – [Learner 9] 

One of the learners went as far as indicating that in their view Just Grace is understaffed. 

See below quote to illustrate. 

“I’d like them to employ more staff because I get the sense that the few people here take on a 

lot of responsibility” – [Learner 8]  

“I would like them to increase the number of tutors for major subjects like Physical Sciences” 

– [Learner 10] 

It is evident that there is a perceived gap when it comes to the sufficiency of tutors in 

the academic support part of the programme for some learners. It is evident that this perceived 

gap lies within the lack of understanding of Just Grace’s methodology by the learners. There 

is a clear expectation of what the academic support should do by learners and even though they 

clearly experience positive outcomes resulting from the academic support as indicated in theme 

one. Also, more than having insufficient number of tutors, some learners feel that tutors the 

available do not attend sessions regularly.  

Just Grace makes a reference to 32 volunteers who volunteer across Just Grace 

programmes, it is unclear in which components these volunteers have the most impact.  

“Sometimes because some of the tutors are students you’d find that you’re used to one tutor 

and you like the tutors’ style of tutoring and then you find that you want to be assisted by that 

tutor most of the time but you find that they are not consistent and sometimes not available – 

[Learner 1]  
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Limited time in sessions 

Both learners and facilitators expressed the feeling that the duration time they desire 

during the academic sessions is limited.  

As per the academic support component, programme documents indicate that this is a 

weekly activity, in which four hours is covered after school and three hours is the time spent 

on this activity on the weekend. 

 “Well due to corona there’s not much I can say but I would say we need longer sessions, for 

some learners there’s not a lot they can grasp within the three-hour sessions that we have, 

maybe if they could extend the programme by one hour” – [Learner 3] 

“I can’t say it’s something that needs to be improved but I do feel that the time we have with 

the learners, for me it’s not enough. I would like for us to have more time with them. I think the 

more time we would have with the learners the more significant the changes they experience 

would be” – [Facilitator 1] 

Lastly, limited number of textbooks was another one learner encountered.  

“The problem is that there will be a textbook for maths and physics, those subjects but other 

subjects, textbooks aren’t available like for history, even for the languages there aren’t 

textbooks available” – [Learner 4] 

Identified gaps within the academic support of the Qhubeka programme seem to be 

located within the lack of understanding of Just Grace’s methodology, especially in relation to 

academic support. However, the learners were also able to recommend what it is that the 

programme can do to improve. This tied in with the next theme, which aimed to explore 

whether the programme was tailored to the beneficiary’s expectations.  

Theme 4: Programme satisfaction 

Learners gave feedback in terms of their satisfaction and lack of with the Qhubeka 

programme. Seven out of the ten learners said they are satisfied with the programme. 

“I am satisfied with the programme, totally satisfied, I can’t even say there’s anything they can 

do differently because I am happy. For me Just Grace do what they do best and they have 

helped me” – [Learner 3] 

“They do a lot of programmes here and I think it’s fulfilling – I am satisfied with the Qhubeka 

programme” – [Learner 6] 
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Two learners said they are somewhat satisfied and one learner said they are not satisfied 

with the programme. The one learner who indicated dissatisfaction referred to the issues raised 

in theme three as the main reasons they are discontented with the programme despite positive 

outcomes relating to self-efficacy and key competencies.  

Similarly, two of the learners who indicated somewhat satisfied also referred to the 

issues mentioned in theme three. To take is further, one of the learners had this to say. 

“I’d suggest adding more tutors, this would make me satisfied with the programme. 

Adding more tutors would mean that we are not only used to one tutor whereby when that 

person is not there we cannot move forward but that we have enough tutors who can help us 

even if it’s just to assist the main tutor” – [Learner 1] 

Contrary, the seven learners though some of them had also indicated that the 

programme had certain gaps in academic support found that there were other aspects that 

surpass those issues. These included the following sub-themes that emerged: (1) caring 

facilitators; (2) overall support at Just Grace; and (3) lunch meals at Just Grace offices. The 

learners feel that the programme facilitators are really caring and this adds to their overall 

experience of the programme. See below quotes to illustrate. 

Caring facilitators 

“The facilitators are very supportive, loving, caring and nice people, they wish the best for us 

and don’t look down or judge us because of where we come from they try by all means to be at 

the same level of understanding as us” – [Learner 4] 

“They care about people and they don’t get fed up. You can sit with a facilitator for a long time 

while they make sure you grasp the concept, they don’t give up on you” – [Learner 5] 

“The facilitators are very kind, loving and caring. They do sacrifices like other learners can be 

disrespectful when they start in the programme but the facilitators remain humble and giving. 

So, I am satisfied with them because they don’t grow tired or give up on us you know” – 

[Learner 3] 

Overall support at Just Grace 

The PYD is well received by the learners, Just Grace to them is more than an 

implementing organisation and the Qhubeka programme is more than just a programme. 

Learners are encouraged and satisfied by the overall programme on their personal growth and 

development as well as for their community as a whole. See below quotes to illustrate.  
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“The way the Qhubeka programme is implemented is different from other programmes I know, 

more so, it is beneficial for the black community to discover skills and talents. Just Grace 

develops you to be a better person” – [Learner 4] 

“I have a lot to say about Just Grace, it’s different to other places, when I first joined I wasn’t 

sure about it until I saw for myself that changes happen through this programme. They empower 

you to really make it far” – [Learner 9] 

“The programme has helped me a lot more than just the activities we do and the academic 

support the programme helped me with my issues at home with my family” – [Learner 6] 

Lunch meals at Just Grace Offices 

Another important aspect of programme that the learners are satisfied with are the lunch 

meals. The annual report (2020) reports 564 nutritious meals provided. This one of the aspects 

that hold satisfaction for the participants. The fact that after the activities provided in the 

programme they also get lunch meals is a positive outcome of the programme for them.  

 “One thing I appreciate about Just Grace is the food, you get food here, you get academic 

support and whenever we are hungry, we know we will get food from Just Grace” – [Learner 

10] 

“The food here is delicious, they make sure that we are not hungry, which is at school you 

would find that sometimes you are not able to concentrate because you are hungry. I can say 

that no one is hungry at Just Grace” – [Learner 7] 

From the conducted interviews the learners have a clear indication of what is not 

working in the programme and they are also aware of the opportunities the programme has in 

ensuring satisfaction. Overall, the Qhubeka programme according to the results is tailored to 

the needs of the beneficiaries. 

Theme 5: Staff contribution 

This theme relates to how the staff tailor the programme to respond to the needs of the 

beneficiaries. The facilitators all felt like they impart some form of knowledge and share critical 

experiences with the learners that are valuable for their growth and development. Facilitators 

see their contribution from a role modelling and mentoring perspective. Facilitator 1 and 3, for 

example lead the academic support component, where Facilitator 2 is only involved in life 

skills and book club. 

The Just Grace organisation allows for volunteer assistance through online applications, the 

current ration of programme staff to volunteers is 11:32 respectively. Unfortunately, due to 
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time constraints and regulations around the Covid-19 pandemic, I was not able to interview 

any of the volunteers and thus none of the volunteers were able to participate in the study. 

Volunteers make up the bulk of “tutors” in the academic component of the programme. Below 

are some of the reflections of the facilitators based on their interaction and engagement with 

learners at different components and or activities of the programme. 

Role modelling and mentoring 

 “I would say I contribute in terms of mentoring these teenagers, they feel free talking to me 

even though I am older than them, I try to get to their level of understanding. So, I would say I 

am somewhat of a brother to them and sometimes a father” – [Facilitator 1] 

“I am there for the learners and I also try to teach them how to learn and role model 

independence to them, we also make sure that we create a space to talk about personal 

challenges they experience, I find that they feel free sharing with us” – [Facilitator 3] 

“I think my experience is very valuable to them. I’m always developing myself and looking for 

innovative ways to enhance the programme and for the learners to gain that sense of having an 

open mind and eagerness to learn more outside of themselves” – [Facilitator 2] 

It is evident from the interviews that both the learners and the facilitators find the 

relationships at Just Grace quite valuable. There programme creates somewhat of a family with 

the learners, where trust, respect and mutual understanding exists.  

Theme 6: Programme sustainability 

The Qhubeka programme has been in existence since 2012 as it was the first programme 

implemented by Just Grace. The learners and facilitators would like to see this programme and 

Just Grace grow and expand. Currently Just Grace does not have its own premises and is 

operating from Langa High School.   

“I would love for Just Grace to have their own space, in their own premises. Where they would 

be able to have more classrooms or more rooms to run the programme” – [Learner 8] 

None of the facilitators mentioned the need for Just Grace to have its own premises, yet 

all the facilitators expressed their belief in Just Grace and the Qhubeka programme and its 

benefit within the community. All three facilitators indicated that they think the programme is 

sustainable. The facilitators had the below to say when it comes to the sustainability of the 

Qhubeka programme. 
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Partners and collaborators 

“We have measures in place to ensure sustainability…including the constant contact with our 

overall stakeholders, we are in constant contact with parents, guardians, learners and I would 

say that the support is holistic enough that the programme is felt by the community” – 

[Facilitator 1] 

Community involvement 

“We are a part of this community now, part of the police forum and we partner with other 

organisations and that build to a point where it filters down to the community, the community 

really benefits” – [Facilitator 2] 

Funding 

“The staff is really committed to bringing a change to the community and we try to raise 

donations and we receive sponsors, so I think it is quite sustainable” – [Facilitator 3] 

“The Langa community sees how important the programme is and there is a lot of demand for 

learners to be in the programme – they see the results” – [Facilitator 1] 

From the interviews it is evident that all the participants interviewed see value in the 

Qhubeka! programme. A lot of the participants interviewed are satisfied with the programme 

and its implementation.  

Just Grace is a community-based organisation that engages in various empowerment 

initiatives in Langa, Cape Town. Their methodology is based on the premise that sustainable 

and meaningful change comes from a long-term commitment to create a positive impact in a 

local geographic area. Their Positive Youth Development programme, Qhubeka! aims to 

holistically support learners throughout high school and into further education, training or 

employment. Through the literature review which tested the plausibility of the Qhubeka! 

programmes’ assumptions found that research and evaluations PYD programmes show mixed 

results and thus fail to account for long-term impact.  

However, the literature review also acknowledged the assumptions that positive 

outcomes do result from PYD programmes and the results are positive academic, personal and 

social outcomes. Considering that the plausibility check indicated that the Qhubeka! 

programme would be able to achieve its short-term outcomes, the questions that is answered 

by these findings is the “what?” and the “how?” this programme was able to achieve its short-

term outcomes. The programme theory depicted in chapter one already shows the mechanisms 
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of the Qhubeka! programme. Further, the findings in the literature review indicate a significant 

emphasis on context and how this an important aspect of the programme reaching its outcomes.  

Just Grace as an organisation is very aware of the context in which they work, their 

programme, and more specifically the Qhubeka! programme focuses on implementing strategic 

and innovative intervention solutions in response to high dropout and youth unemployment 

rates in the Langa community. However, this is too big of a scope and as literature has 

indicated, PYD programmes cannot account for long-term impact and there is limited vigorous 

data to suggest that they can.  

Considering the above, the Qhubeka! programme does well to account for its short-

term outcomes. Firstly, facilitators inspire learners to be conscious of their abilities. Secondly, 

they phase out learning approaches that do not work for them and emphasise integrating those 

that improve their overall learning experience. Lastly, the programme emphasises that learners 

understand the ‘art of learning’ using a more flexible learning model that can lead to more 

effective retention in learning and overall positive learning outcomes. Central to the 

organisations work, Just Grace ensures that facilitators approve of and believe in the 

methodology before engaging with learners.  

The critique that can be made from the findings of this evaluation is that the same is not 

afforded to learners. The participants from the reported findings in this chapter reported 

positive outcomes from the programme and could articulate the mechanisms that allowed for 

the positive outcomes. However, some learners indicated issues that were not consistent with 

the positive outcomes they have experienced. A recommendation is that the Qhubeka! 

programme engages its participants in the programme methodology in the same way that it 

does the programme staff. 

In summary, the evaluation of short-term outcomes indicates that the programme 

achieved its desired short-term outcomes. It is important, however, to note that this evaluation 

cannot make any causal assumptions on the PYD outcomes reported here. The findings only 

suggest the presence of these outcomes amongst programme participants. The quality of service 

delivery of the programme is reported to be high based of the learner’s experiences. Findings 

(1) indicate that learners perceive the programme to be beneficial leading to improved 

academic performance, improved self-efficacy and the development of key competencies, (2) 

components of the Qhubeka! programme were reported to result in positive outcomes, (3) only 



 

51 
 

a few some of learners reported programme inhibitors and (4) lastly most of the learners 

reported high programme satisfaction. 

Just Grace is implementing their Youth Development Programme according to their set 

methodology. However, there is limited understanding of the academic component of the 

Qhubeka! programme with some learners. This impacts their expectations of what the 

programme is and what it should be like. This lack of understanding impacted the learners’ 

ability to clearly articulate their experience of the academic component of the programme, 

especially in what exactly results in positive outcomes. 

Finally, participants were asked whether they had any suggestions related to the design 

or implementation of the Qhubeka! Programme. Suggestions focused primarily on the 

academic support, specifically tutoring – participants suggested that more tutors be secured. 

The majority of participants in this study expressed overall satisfaction with the Qhubeka! 

Youth Development programme. The following chapter provides the discussion of the results 

presented in this chapter and the suggestions or otherwise recommendations for programme 

improvement. 
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Chapter Four: Discussion 

This evaluation reported on six themes and eighteen sub-themes that emerged as 

described in the previous chapter. The themes and sub-themes evidenced using illustrative 

quotes from participants informed the key findings of the evaluation. The discussion below is 

based on the findings reported in the previous results chapter. 

According to Rossi et al. (2004) it’s imperative for programme theory to be based on a 

detailed understanding of the social context and needs which the programme is attempting to 

address. The authors (Rossi et al., 2004) purport that, a programme theory not relating 

appropriately to the definite nature and circumstances of the social conditions it wishes to 

challenge will produce an ineffective programme regardless of how well the programme is 

implemented. Further, it has been established (Miller, 2001) that PYD programmes tend to 

want to achieve a number of objectives, and that expounding these objectives is critical to 

inform any valuation of programme effectiveness.  

The Qhubeka! programme is a PYD programme, its core focus is positive youth 

outcomes. However, as was established, the Qhubeka! programme similarly focuses on 

education and post-secondary opportunities, typical of ASPs. Consider, once more – the below 

Figure 6 programme theory for the Qhubeka! Youth Development programme: 

Figure 6 

Programme theory for the Qhubeka! Youth Development programme 
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While it was not possible to find an analogous programme that is implemented in the 

exact same way as the Qhubeka! programme; various elements of the programme can be 

compared to other positive youth development programmes that have been documented and 

evaluated in the social science research. Similar to most PYD programmes, the Qhubeka! 

programme adopts a purpose driven approach to their programming this includes goal setting 

and incorporates identity formulation and team-work activities as a way of influencing personal 

and interpersonal development outcomes for programme participants (Hansen et al, 2003; 

Larson, 2000; Napolitano et al., 2011).  

The Qhubeka! programme can also be compared with after-school programmes 

focusing on educational achievement. ASPs are intended to offer additional targeted learning 

from the school day and have a clear curriculum that is aligned to specific academic support 

that includes tutoring, academic resources and computer literacy amongst others. The 

Qhubeka! programme does offer academic support that includes computer literacy and 

tutoring. However, the extent to which the programme offers targeted learning is unclear as the 

programme documents do not adequately specify the academic support curriculum. 

 Based on literature, the Qhubeka! programme is comparable with PYD programmes 

and the programme theory indicates a significant likelihood to achieve positive youth 

development outcomes. The Qhubeka! programme seems plausible in achieving its outcomes 

and displayed quality service delivery. Further, literature explored in this study indicated, ASPs 

able to achieve academic outcomes employ targeted and unambiguous curriculum. Just Grace 

as an organisation has a clear methodology which guides programme implementation, I 

encourage that the programme implementers share this methodology with learners to create a 

holistic understanding of the programme and what to expect. As it stands, the programme 

seems to be meeting its outcomes and most of the learners report this, however a lack of 

understanding in some learners results in a disconnect in the reported satisfaction with the 

programme.  

Short-term outcomes 

A significant finding of the evaluation of short-term outcomes for the Qhubeka! 

Programme indicates that the programme was able to result in the desired short-term outcomes. 

When asked about the most significant change resulting from the programme, participants 

mentioned improved academic performance, improved self-efficacy, confidence, develop key 

competencies and result in changed behaviour.  
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Improved academic performance 

The programme monitors school results to assess changes over time in academic 

achievement. Programme staff indicated that they do attempt to monitor school results over 

time by requesting the participants to submit and share their reports. Programme records 

include the number of learners who pass or fail each academic year, as well as whether Grade 

12 learners go on to pursue tertiary education. According to researchers (Becket et al, 2009; 

Rhea, 2013) tutoring, homework facilitation, remediation instruction, and academic 

enrichment activities are effective in improving academic performance.  

Findings in this research are not indicative of what activities in the Qhubeka! 

Programme were able to result in the improvement of results for the participants or components 

of academic support that participants drew upon. There is a clear lack of understanding of how 

the academic support component works for some learners. This results in a disconnect between 

the improvement of academic performance and the issues some learners reported a 

dissatisfaction with in the programme which centre on academic support.  

Research (Lauer et al, 2006; Elbaum et al, 2000) suggests that the tutor-to-learner ratio 

is indicative of whether or not positive outcomes can result from tutoring. Rhea (2013) reported 

that ASPs that use highly qualified staff to deliver sessions with the tutor-to-learner ratio 

between 1:10 and 1:16 yield positive academic outcomes. I was unfortunately not able to clarify 

what the tutor-to-learner ratio is for the Qhubeka! Programme. However, each class has a head 

facilitator who is joined by two junior facilitators. The confusion for some learners when it 

comes to tutor versus facilitator has resulted in some confusion for the academic aspect of the 

programme. Some programme participants indicated a dissatisfaction with the number of tutors 

available citing that there is an inadequate number of tutors. The Lauer et al. (2006) review 

consistently indicated that programmes that employ small group instruction, of about two to 

six learners per tutor (Elbaum et al., 2000) and one-on-one instruction produce significant 

improvements in test scores compared with all other forms of tutoring (Lauer et al., 2006). 

However, the Qhubeka! programme does not make use of the traditional teaching methodology 

and research is needed on the combination of learning methodologies employed by Just Grace. 

Further, the results from this evaluation also indicated a desire for more time in 

academic support sessions. Durlak & Weissberg (2007) documented that for the programme to 

be effective, the beneficiaries need to receive the adequate dosage of services. Lauer et al. 

(2006) found larger statistically significant effects of programmes that offered more than 45 
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hours in duration for reading and mathematics than programmes with more than 100 hours. 

The Qhubeka! Programme provided 209 academic support hours. According to the findings by 

Lauer et al (2006) this should be enough. Research by Redd et al (2002) demonstrates that 

participant exposure to the programme is associated with its effectiveness. 

 As for tutor attendance, Renner and Taylor-Powell (2003) indicated that having 

inadequate volunteer tutors was associated with irregular attendance. I indicated in the results 

chapter that I the number of tutors in the Qhubeka! programme is 32 across programmes, and 

the facilitators are 3 in each class, however I am not able to determine the number of learners 

in each class. Some participants indicated inadequate and irregular attendance by tutors. It is 

quite evident in evaluation literature that lack of tutor attendance or its inconsistency is 

associated with lack of motivation when it comes to incentives for volunteers. The findings 

from this evaluation indicate that we can expect there to be improvements in the academic 

performance for learners in the Qhubeka! Programme when we adequately unpack the 

methodology used by Just Grace and its’ benefits to academic improvement. As it stands the 

self-reports by learners interviewed reported improved academic performance. 

It clear that participants had an overwhelmingly positive perception of academic 

improvement, and yet some reported dissatisfaction with the academic component. This 

suggests that stronger measures be put in place to create an understanding of the academic 

support activities in the programme and the methodology behind them. This will help to clarify 

and address the programme implementation issues indicated by some learners in the academic 

support component offered by Just Grace. The reports from this study indicated that the learners 

were satisfied with the academic component of the programme but also lack an understanding 

of the programmes which thus affects their expectations. This has then resulted in the 

programme not clearly being able to outline opportunities that allowed it to achieve anticipated 

academic outcomes. 

Improved self-efficacy and developed competencies 

PYD programmes appear to be effective in increasing feelings of competence and 

positive self-concept (Deanne & Harre, 2013). This was the case for the participants in the 

Qhubeka! programme, interviewed participants indicated a development in competencies and 

improved self-efficacy. The quality of relationships between implementing staff and 

programme participants emerged as being primary for achievement of outcomes in most PYD 

programmes (Aschenbrener & Johnson, 2017; Catalano et al, 2004).  
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This has implications for the Qhubeka! programme because these relationships can 

influence programme outcomes. There is evidence that programme participants who report 

strong relationships with implementing staff produce better outcomes (Rhodes et al., 2005). 

The participants in this study reported a caring environment and positive feelings in relation to 

programme facilitators. Therefore positive, supportive and sustained adult youth relationships 

have been regarded a key ingredient to successful programmes and some of these benefits 

include increasing attendance and engagement outcomes of programme participants (Rhodes, 

2004; Roth & Brooks-Gunn, 2015). 

The degree to which programme participants can meaningfully benefit from PYD 

programmes sits on active engagement (Weiss et al., 2005). It is therefore important for PYD 

implementing organisations like Just Grace to render close attention to issues of participant 

engagement in addition to enrolment and attendance. A key implication for practice for the 

Qhubeka! programme in this regard is to ensure that programme participants meaningfully 

engage with programme activities. Programme quality has been determined to be one of the 

ways to successfully improve engagement levels of participants. Researchers, (Mahoney et al, 

2007; Weiss et al, 2005) indicate that the most significant features of programme quality consist 

of quality relationships with staff and use of an assortment of challenging and engaging 

activities. 

This is congruent with the accounts given by the participants in this study and we may 

therefore conclude from the data at hand that the desired short-term outcomes of the Qhubeka! 

programme were achieved for the participants interviewed. 

Quality of service delivery 

Learners were satisfied with the overall Qhubeka! programme, activities and the way 

in which the programme was delivered with some recommendations for the academic support 

component. Results demonstrate that learners found the programme to be valuable to them. All 

the activities that comprise of the Qhubeka! Youth Development programme were experienced 

by the participants interviewed at the time of the evaluation. Evidence in literature 

demonstrates that the activities undertaken by the Qhubeka! programme like the holiday club, 

book club and life skills training are consistent with key components of PYD programme 

activities and may have significant personal and interpersonal benefits for programme 

participants (Hansen et al, 2003; Kahne et al, 2001; Napolitano et al, 2011). 
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While programme participants reported high levels of satisfaction with the programme, 

some also indicated that they felt improvements can be made to the academic support 

component of the programme. According to Durlak and Dupre (2008) very few new 

programmes obtain fidelity levels higher than 80%. Further, it can take time for a programme 

to be fully implemented as envisioned (Rossi et al., 2004). It is clear that some informants felt 

the Qhubeka! academic support component had some issues with regards to the academic 

component. Given that the organisation uses a combination of methodologies that are the 

opposite of traditional teaching methods, it is advisable that Just Grace takes the opportunity 

to educate participants in this area. A poor perception of implementation of programme 

activities may have dire impact on participants engagement in the programme as well as poor 

implementation of the programme plan can contribute to poor programme outcomes (DuFrene 

et al., 2005). Therefore, I recommend that programme management staff consider creating an 

awareness of the methodologies used so as to give clear curriculum and expectations of the 

components of the academic support such as tutoring expectations and academic resources. 

Nation et al (2003) purports that satisfactory dosage is a key value of effective 

programmes. Thereby, interventions that lack a sufficient dose of programme services 

seemingly will not successfully result in outcomes. Dosage embodies the extent to which 

participants have been exposed to enough of the programme for it to have an effect. Findings 

from this study indicate that Just Grace gives sufficient dosage of the programmes, however 

there is a need to clearly define the components of the academic component of the Qhubeka! 

programme.  

Recommendations for the Qhubeka! programme 

Based on the reports from this evaluation, evidence from evaluation programmes and literature 

and given that the overall purpose of the evaluation was to provide information that could be 

used for improvement of the Qhubeka! Youth Development programme this next section 

provides recommendations that could be used to the improve programmes’ performance. 

• Just Grace should clearly outline and define the methodology that outlines the academic 

support component of the Qhubeka! programme, what it entails and activities thereof. 

This will allow the participants to have clear knowledge and expectations of the 

programme. 

• While the challenges of ensuring adequate and consistent participation by tutors in a 

volunteer setting is acknowledged, the importance of low staff/tutor-to-learner ratios is 
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emphasised by the literature on ASP and PYD programmes and has been highlighted 

through interviews with programme participants. Therefore, it is necessary to ensure 

tutor-to-learner ratio is clearly defined and adhered to as this has been defined as a 

benefit in resulting to improved academic performance. This will enhance positive 

learner engagement and lead to significant improvement in academic performance. 

• There should be a critical assessment of the duration and frequency of tutoring and that 

the sessions are conducted with strict adherence to the intended frequency and duration. 

This will contribute to improved academic performance of the target learners. 

• Programme documentation should be updated and clearly define the activities that take 

place in the programme (i.e. nutrition) and ensured congruency between programme 

documentation and implementation. 

Limitations 

Firstly, there is a lack of South African publications on PYD programmes, the 

plausibility of the programme was mostly based on international studies. However, considering 

that the goals and target population of the Qhubeka! Youth Development programme were 

found to be similar to those of studied programmes, a comparison could be made for the 

programme with evidence from PYD programmes based on international studies. 

Secondly, this was conducted as a once-off activity and covered a short evaluation time 

frame. The study participants’ experiences and perceptions of the Qhubeka! programme as well 

as the implementation of the academic component of the evaluand can change depending on 

events or changes in programme operation. Example of changes in the programme that can 

lead to changes in participant perceptions include change in Qhubeka! Youth Development 

learner beneficiaries as the programme recruits new learners annually, and changes in 

programme staffing. The findings discussed from this evaluation relate to how the 2020 

learners and programme facilitators perceived their experiences of the programme. A 

longitudinal evaluation is required to capture changes in experiences and perceptions over time. 

Thirdly, this evaluation was qualitative evaluation and these tend to produce subjective 

results due to the nature and form of qualitative research that focuses on people’s subjective 

accounts of their experiences. Therefore, it is important to carefully note the methodological 

considerations I mentioned during data collection phase around my biases as a researcher and 

how these were managed through the evaluation process as these contributed to the validity 

and trustworthiness of the evaluation results. 
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Lastly, the timing of the evaluation was a limitation. The evaluation was conducted 

during the COVID-19 pandemic this impacted the organisations’ implementation as well as the 

evaluators’ access to more information and better understanding of how the programme works 

through other observations. This also impacted access to participants as there were lockdown 

restrictions and closures of non-essential activities, social gatherings and isolation. 

Consequently, only the programme facilitators participated in the study though programme 

implementation relies heavy on volunteer tutors, no volunteers were interviewed.  

Contribution to knowledge 

This is the first evaluation of the Qhubeka! programme and provides programme staff 

with feedback on how well the programme is reaching its intended outcomes and being 

implemented with quality, which could guide them in making counteractive changes to 

improve delivery and impact. Therefore, it is hoped that the findings of this evaluation will 

provide information that will contribute to programme performance improvement and also 

facilitate organisational learning.  

Additionally, there is limited research on PYD programmes in the African context 

including South Africa. In South Africa, several evaluations have been conducted for 

programmes in different contexts such as health, sexual-reproductive health (SRH), HIV and 

sport and recreation. Less has been done on PYD programmes that include ASPs. Therefore, 

this evaluation sought to contribute to PYD literature in the South African context. 

Reflexivity 

According to Mays and Pope (2000) In the context of qualitative research, reflexivity 

refers to being sensitive to the way that the researcher and the research process formed data 

collection, as well as acknowledging any assumptions held prior to the research and experience. 

In a GQI, Cooper and Endacott (2007) purport that reflexivity necessitates researchers’ 

awareness of any biases in terms of data collection, analysis and interpretation in the research 

process. Further, supported by Nelson et al (2004) who suggest that due to the differences in 

participants, reflexivity is required because of power disparities that may result within the 

group of participants. The evaluation process requires active participation of implementors as 

well as beneficiaries, especially in qualitative evaluations.  

Patton (2015) asserts that the subjectivity of the evaluator and evaluation participants 

consequently emerge as part of the study process. Spencer et al (2003) maintain that this then 

requires researchers to record the standards that the research was guided and explicitly indicate 
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their interest in the research, background, assumptions or prejudices and preconceptions they 

bring to the research. Guillemin and Gillam (2004) proclaim this increases the quality, 

utilisation and validity of the research findings.  

Herewith an evaluation guided by principles of pragmatism as the foundation for 

interviewing participants, this (Patton, 2015) founded on acuities or operation. It allowed the 

evaluator to objectively ask participants questions on their perceptions of the most significant 

changes resulting from the Qhubeka! programme and describe areas of the programme that 

required improvement so that its effectiveness may be increased. Before assuming the 

evaluation on the Qhubeka! programme I had undertaken and completed coursework studies 

relating to monitoring and evaluation. As part of the degree, I had to embark on an evaluation 

of a programme. The interest to evaluate Just Graces’ Qhubeka! programme amongst other 

programmes I obtainable through the UCT Knowledge Co-op and it rested solely on an interest 

in youth development programmes. 

Prior to undertaking the evaluation, I had predetermined biases of the programme. I was 

of the opinion that the Qhubeka! programme would not be successful in obtaining the desired 

short-term outcomes. Due to my experience of the NGO sector I had preconceived notions of 

how the programmes work and fail to result in limited to no impact.  

However, upon embarking on the evaluation I had no prior knowledge to bias 

participants perceptions, I evaluated the programme with no knowledge of organisational 

challenges or conflicts. I was therefore non-judgmental, ethical and analytical throughout the 

study in order to probe on perceptions as they emerged. Moreover, I used data triangulation to 

enable comparing of interview data to from the facilitators, learners and programme documents 

for a broader perspective on the components of the programme as well as implementation. 

Conclusion 

This evaluation resolved that positive youth development approach offers a valuable 

framework for accomplishing positive personal development outcomes relevant for youth to 

achieve success. The programme theory for the Qhubeka! Youth Development programme was 

discovered to be in line with positive youth development literature. Evidence in literature also 

deemed it imperative for implementers of PYD programmes to employ efficiency to quality in 

the implementation of these programmes. Key elements of quality included quality youth-staff 

relationships, quality activities and qualified and trained facilitators. Participation and 
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engagement by participants with the programme were also identified as key elements for 

achieving positive outcomes. 

The short-term evaluation indicated that participants achieved the desired outcomes of 

the programme. Findings indicated that participants developed key competencies and improved 

self-efficacy and academic performance as a result of the programme. This evaluation was 

however highly reliant on self-reports. Despite this limitation, programme implementers may 

utilise these findings to inform and guide programme improvement. In terms of the 

implementation, the findings show that the Qhubeka! Youth Development programme was 

implemented with quality. There was overall satisfaction with the Qhubeka! programme, 

though some participants were particularly dissatisfied with key elements of the academic 

support component of the programme. The evaluator concludes that it is important for the 

programme to staff to establish clarity on the methodology and goal of the academic component 

of the Qhubeka! Youth Development programme these efforts would work towards solidifying 

the programme. 
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Appendix B: Faculty of Commerce’s Ethics in Research Committee approval letter 
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Appendix C: Participant consent form 

University of Cape Town (UCT) 

Faculty of Commerce 

Participant consent form 

Dear participant 

I am a student from the University of Cape Town. I am conducting an evaluation on the Qhubeka! 

Youth Development Program by Just Grace.  

This research has been approved by the UCT Commerce Faculty Ethics in Research Committee. 

All responses will be confidential and used for the purposes of this research only. 

The purpose of the research is to assess the short-term outcomes and quality of service delivery. You 

are kindly requested to participate in the research process. 

Your participation is voluntary, and you can decide to withdraw at any time if you feel so. Should you 

have any questions regarding the evaluation, please do not hesitate to contact the evaluator, Sibahle 

Majola: sibahlemajola93@outlook.com, and/or the supervisor, Prof. Sarah Chapman: 021 650 5218 

Please sign below to show that you have accepted to participate in the evaluation. 

_______________________________________ 

Your Name 

_________________________________ 

Today's Date 

____________________________________ 

Signature 
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Appendix D: Parent consent form for the learner participants 

University of Cape Town (UCT) 

Faculty of Commerce 

Parent consent form for learner participants under the age of 19 years 

Dear parent 

Your child has been selected to participate in the evaluation study of the Qhubeka! Youth Development 

Programme. The purpose of the study is to assess the short-term outcomes and quality of service 

delivery of the programme. 

This research has been approved by the UCT Commerce Faculty Ethics in Research Committee. 

You are kindly requested to assist in this study by allowing your child to participate in an interview. 

The interview will take approximately 60 minutes, to be conducted in November 2020. The learner will 

be asked questions on how they have benefited from the programme, and how the programme could be 

made better. 

Participation in this research is voluntary. The learner can choose to withdraw from the research at any 

time. 

Should you have any questions regarding the research please feel free to contact the researcher. Sibahle 

Majola: +27 81 040 3661 and/or the supervisor, Prof. Sarah Chapman: 021 650 5218 

Please sign below to show that you have allowed the child to participate in the study. 

____________________________ _______________________________ 

Your Name  Child’s Name 

_____________________________ _______________________________ 

Today's Date  Signature 
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Appendix E: Learner interview guiding questions 

Interview guide for beneficiaries in the Qhubeka! Youth Development Programme: 

1. Tell me how you first became involved with the Qhubeka! Youth Development Programme?

2. From your point of view, describe the most significant change that has resulted

from participating in the programme.

3. Please explain why was this is the most significant change for you.

a. How are you behaving differently as a result of the programme?

b. If I were to observe you now after this significant change, what would I see

that is different?

c. What are you doing differently?

d. What would you be thinking differently?

e. How are your interactions with people different?

4. Think about any changes that you’ve seen in yourself as a result of participating in

this programme. How, if at all, have you been changed by your experience in the

programme?

5. How, if at all, has participating in the programme contributed to these changes?

6. If someone were to ask you to summarise your take-away learning from the

programme in one sentence, what would it be?

7. Are you satisfied with programme and the way it’s being implemented? Please substantiate.

8. How, if at all, have the Facilitators and/or Coordinators contributed to this?

9. How could, if at all, the programme be improved to meet the needs of its beneficiaries,

what could, if at all, you recommend?
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Appendix F: Staff interview guiding questions 

Interview guide for the facilitators and or coordinators of the Qhubeka! Youth Development 

Programme: 

1. Tell me how you first became involved with the Qhubeka! Youth Development Programme?

2. From your point of view, describe the most significant change that has resulted from

participants in the programme.

3. Please explain why was this is the most significant change for you.

4. From your point of view, describe the most significant change activity or activities that has

resulted from learners participating in the activities of the programme.

5. Please explain why this is the most significant change activity for you.

6. From your point of view, how, if at all, has participating in the programme contributed to

these changes?

7. What, if anything, do you think is learners’ take away learning from the programme?

8. How, if at all, have you as the Facilitator and/or Coordinator contributed to this?

9. How could, if at all, the programme be improved to meet the needs of its beneficiaries, what

could, if at all, you recommend?

10. What measures, if at all, from your point of view are in place to ensure the sustainability of

programme outcomes?




