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ABSTRACT

“We often spend too much time coping with problafosg our path that
we forget why we are on that path”
Peter Senge
This study describes and analyses the implementafi®rganisation Development (OD)

to a previously disadvantaged school.

OD is a relatively new method of planned chang8anth Africa. Unlike more traditional
change initiatives, OD promotes collaboration; rieg to involve all members of an
organisation in problem solving and decision-makiihgs an applied behavioural science

discipline dedicated to improving organisations #rlpeople in them.

Previously disadvantaged schools in South Africatiooe to be disadvantaged. Ten years
after the introduction of democracy there have eanchanges in some of these schools
and some seem to be getting worse. This study waatampt to introduce a process of

planned change to one such school.

Since 1994 many changes have been imposed on loawlsavith new curricula, increased

class sizes, changes in systems of assessmergauitng methods and the abolishment of
past procedures such as corporal punishment. Tesabage had little say in any of these
changes and this has resulted in resistance, egggnfrustration and in many cases a lack

of ability to cope.

OD was introduced to Acacia High School in the fayfra Survey Data Feedback (SDF).
An action research process followed and a diagnveassmade followed by action planning
and then the execution of a plan. My study folldivs process and the implementation of
the plan describing its successes. Sadly changenatasustained and | highlight some of
the challenges that face the school in order togbabout real long-term improvement in

the culture of learning and teaching.
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CHAPTER ONE — INTRODUCTION

We may need to stop complaining about the rug beutigd from under our feet
and learn to dance on the flying carpet.
Rosabeth Moss Canter.

1.1 PERSONAL CONTEXT
As a child | loved school and even received pripesl00% attendance. | remember my

teachers as people who enjoyed teaching and | decell ever not wanting to go to school
or not having a teacher in class. When | becaneaeher in 1990 | too enjoyed my tenure.
Schools are places where continuous learning o@naisnot just from books; the friends,

the sports, the functions, concerts and playsaitrdute to making the school part of a
learning community. My own children similarly hadjay of learning and have now

completed their tertiary education. Naturally aldhg way | have encountered those who
bemoan their plight and their wayward students, fomwhere have | encountered more

frustrated teachers than in the government sclud@euth Africa.

| was educated in England and have taught in sshibere as well as in Malawi, where |
worked for the Designated Schools Board. In SoufticA | taught at an independent

school for five years and more recently an ex m@isthool for two years.

It was while working at the ex model C school ahdiging for a B.Ed. Honours at Rhodes
University | began to understand why the teacher® lwere so despondent. My fellow
teachers at the school and on the course openey@syto some of the appalling situations
that some learners and teachers experienced preedeey and the conditions they

continue to deal with today.

Of course | knew about the poverty and the damagettzeid had done but it was 2002,
surely things were getting better? But the gap betwgovernment and independent
education appeared to be getting worse. In Gralmamnsthe difference in fees alone are
from R45, 000 per annum for a day scholar at aepeddent school to R90 at a township

According to Steyn an ex model C school was a fogmehites only’school which became multi-racial i
1992. The state covers 75 —85% of its running costkjding teacher salaries (in Lemmer & Badenhorst,
1997: 146)



school and R12 for a farm school. The independemba | had worked at was similar to
the ex model C school, the fees being around RB,@ annum. None of the teachers |
worked or studied with would send their childrenatdownship or farm school and yet
some of them taught at these places, so why the dadrust in the education at these
schools? And why were the matriculation resultsnfrihese schools not as good as they
should be?

The main reason, according to my fellow teachers tha lack of resources at township
and farm schools. Another contributing factor hoarelras been the introduction of change
and the ways in which change has been implememtgtieise schools. There is a huge
difference between voluntary and imposed changen@és imposed without consultation

are likely to incur resistance and sabotage (Ha2082: 37). The introduction of Outcomes
Based Education (OBE) was imposed on the schodlsisiregion and it has left many of

the teachers feeling anxious and angry. There bas la lot of resistance from schools
across the board. Other regions held planning egfied beforehand and produced
documents for teachers explaining the need forctienges. In the Eastern Cape things

have been a little less organized.

Successful schools however have continued to beessful. They have a solid foundation
on which to build strategies for change and theyeredopted OBE in diverse ways. This
confirms Janson’s argument that schools with angtrarganizational culture are able to
cope more easily with change (Janson, in van desthdeen, 2003: 130). High fee paying
schools have to maintain high standards if they tareontinue to attract customers.
Because of their secure financial positions theyadnle to afford experts or advisors to help

them find ways to implement the new policies andicula.

The same cannot be said for previously disadvadiaglools and these are the ones |
became interested in as even ten years after indepee base-line studies conducted for
the Whole School Development (WSD) programme shaai: t

» Teachers do not have the necessary knowledge aitggskills

» Schools are not effectively managed

» Districts are not able to deliver effective schea@bport services

* Two new curricula have been introduced in schoeés the last six years



Furthermore schools in poor communities

» Are poorly resourced for effective teaching aratmeng

» Have limited and/or problematic parental and comitgunvolvement and support

» Are faced with numerous problems; learner discgliorime, drugs, child abuse,

poverty, hunger, alcoholism, AIDS, unemployment aolitical power struggles

(England, in du Plooy & Westraad, 2004: 17).

During the second year of my honours course | studtducation Leadership and

Management as one of my electives. The class speatweekend on Organisation

Development (OD) and | was immediately attracted.tb saw it as a process that might

enable some of our previously disadvantaged schoaspe with their turbulent situations.

| embarked on the Masters course to discover & was true and chapter four showcases

the data collected as | carried out an OD intereeardt a historically disadvantaged school.

1.2 THE SCHOOL CONTEXT

The school | chose to carry out my research in
was built in 1983; it has a good solid structure

though on closer examination one can see the

'~ signs of decay.

There is electricity and running water (most of

the time) and they have computers, a telephone
Figure 1: Broken windows

and a fax machine. It is considered the top

| school in the township and is to become a

| school of excellence in Mathematics and

Science. All is not well though as there has

" been a decline in academic achievement since

1999. This was shortly after there was a change

. in leadership at the school.

Figure 2: Broken door handle



The pass rate at matric has dropped from 89.999%9,186% in 2000 to 74% in 2002 and
2003. Although this is still above the regional g for the Eastern Cape (68%) it is a

concern as other schools in the region are mandgimgprove their results.

Among the numerous methods of school improvememdaced in South Africa OD is a
relatively new concept. Many initiatives have fdil® produce any signs of improvement
and | wondered if it was because they have involthes training of only a few key
members of an organization. Madasi in her study edsognized this and she claims that a
more holistic approach to management training gsiired and the whole school should be
involved in the training, not just the principaldaone or two senior staff (Madasi, 2004:
72). OD has a holistic approach in that it triegéb everyone in the organization involved
in expressing their aspirations, building awarersagts developing their capabilities. One of
the core principles of OD is based on Kurt Lewiptslosophy which states “we are more
likely to carry out decisions we have helped to eiain Weisbord, 1987: 89). OD uses

behavioural science techniques and deals with

the gamut of ‘people problems’ such as poor mor&bey productivity,

interpersonal and intergroup conflict, inapprom@istadership styles... where

organizations are not realizing their potential, € improve the situation.
(French, Bell & Zawacki, 2000: 2)

Both England and Glover are skeptical of some @& ihterventions that have been
introduced into our schools in South Africa (in Blooy & Westraad, 2004: 16-21 & 19-
32). They see them as problematic in that they apjoebe ‘quick fix’ solutions where ‘one
size fits all’. OD recognizes the individuality eAch organization: as Evans puts it “change

has to be brought about teacher-by-teacher anakbfigchool” (Evans, 2001:xi).

1.3 GOALS OF RESEARCH
My aim was to carry out an intervention in the sahio order to discover if OD could

make a difference to the culture of learning aratiéng there. | wanted to determine if the
experiences of the participants reflected the aifithe OD process, to determine whether
or to what extent OD has the potential as a pecgitered approach to introduce planned

change to an organization: to what extent:



OD is a process for teaching people how to solablpms, take advantage of
opportunities, and learn how to do that better lagtter over time
(French, Bell & Zawacki, 2000: xiii).

Although my time for the research was short | hofetbe able to instigate a process of
change using the action research method. | wanteglsearch the participants’ perceptions
of the procedure rather than the outcomes which taleg a long time to realize. OD is a
long-term procedure and meaningful change doebaymgien overnight.

1.4 RESEARCH APROACH
Due to the nature of my research, which is an agitetm bring about change, | naturally

chose to work in the critical paradigm. There dse @lements of an interpretive orientation
as | try to understand the participants’ experisnokthe process. | used the case study
method applying the research to only one schoolfacused on only one dimension which

was the intervention.

The process started with an initial data gatheexegrcise called a Survey Data Feedback
(SDF) and from this a diagnosis of the situatiors weade. This was followed by a plan of
action and its implementation. | was able to comndhterviews with the participants before
and after the implementation of the action plarthia way | was able to assess if there was

any perceived improvement in the culture of leagrand teaching at the school.

1.5 AN OUTLINE OF THE THESIS
Chapter two is a presentation of the literatureviewed whilst carrying out this research.

The literature concentrates on the theme of edutatichange in South Africa and focuses
specifically on organization development. | deserdiome OD successes and also some
challenges facing the process.

Chapter three describes the methodology and pamadid the research. There is a detailed
description of the OD action research method amd ih@applied to my intervention. | also
provide information about my data collecting toalsd how | ensured the research was

ethical, rigorous and valid.



Chapter four is a narrative of the OD process asogiressed. This is interspersed with the
voices of the learners and their teachers in the fof interview data to provide a rich
description of their experiences of the intervemtib also present details of subsequent

changes that followed the initial action plan.

Chapter five is the concluding chapter and thisvigere | present a summary of my
findings. These include recommendations for futaterventions at the school to ensure
continued growth and renewal. | also describe sofrike limitations of my research and |

conclude with some personal reflections.



CHAPTER TWO - LITERATURE REVIEW

‘The significant problems we face cannot be soltdleasame level of
thinking we were at when we created them’
Albert Einstein

2.1 INTRODUCTION

In chapter one | described my reasons for undergakiis research and why | selected
Acacia High School. | stated the goals of the redeand the paradigms | worked in as
well as providing a brief outline of the thesis.tims chapter | discuss the imperative for
organisational change. | show why South Africanosty need change and describe some
of the methods of change being used. | give a Ihigbry of Organisation Development
and demonstrate how it is used to bring about ah@amgrganisations. | then provide some
evidence of why | think OD is appropriate for theeds of South African schools and

outline some of the constraints to change.

2.2 WHY CHANGE?
Change is essential for any organisation thatasvorg and developing. Theron states that

organisations that do not change will stagnate erehtually decline (Theron, in van der
Westhuizen, 2003: 181). Schools in particular sthdnd dynamic places preparing learners
for their place in a future that can hold many sisgs. Change affects all aspects of a
person’s life and is sometimes associated with $o8=e it challenges our competences and
makes us feel insecure. Therefore however much &g exalt change in principle, in
practice we tend to oppose it so there is oftefstasce to change (Evans, 2001:25).
Teachers often feel threatened by change, fedtiaigtheir work is not good enough or that
change will jeopardize their promotion. van der Waizen and Theron both agree that if
change is well planned and the process takes auouat the difficulties that people might
encounter there should be less resistance to 1it §ea Westhuizen & Theron, in van der
Westhuizen, 2003: 222).

In South Africa the constitution of 1996 requirbattschools be transformed (changed for
the better) and democratised, to provide as fas asasonably possible equal educational
access to all its citizens. The quality of educatior all learners must also be improved
(Department of Education, 1995: 6).



When planning change it is not easy to decide hovintroduce it to an organisation.
According to De Caluwe and Vermaak there are fivierent models for the diverse types
of people and cultures found in any organisatidmeyl have colour coded each model as

follows:

* Yellow print thinking — people change their stanidp® only if their
own interests are taken into account.

» Blue print thinking — people or things change i€laarly specified
result is laid down.

* Red print thinking — people change if things areesiing or
inspiring to them.

e Green print thinking — people change if they learnthey are
motivated to discover their limits.

* White print thinking — everything changes autonosipuwof its own
accord.

(in Zaptin, 2003:592)

The challenge for any change agent is to identihatwcolour print’ the people in an
organisation are and then plan the strategy fongdaaccordingly. In any organization
there could be a combination of ‘colour prints’ ggat and the change agent should be

sufficiently skilled in behavioural science to rgo@ze participants dominant views.

Watkins and Marsick (in Chilton, 2004: 113) howedebate the assumption that one can,
or is ethically entitled to, cause another to cleaigdeeper issue is the central flaw in
understanding change (including learning and enpation) as something dorne people,

by someone, in a way that is controlled and mana&eaelin (in Chilton, 2004: 110)
believes that in order to enhance change procedueeseed to establish communities
where everyone shares the experience of serving dsader, not sequentially, but
concurrently and collectively. Raelin presents aletof “leaderful practice”ibid: 110). It
consists of four tenets: leadership is concurreatllective, collaborative, and
compassionate. Concurrent leadership allows thétipteuleaders can operate at the same
time. People share power willingly. Collective leeship means that the group is not
dependent on an individual. Instead, leadership emgrge from multiple members of the
community. Collaborative leaders advocate theinpoif view, but they remain equally
sensitive to the views and feelings of othershis wvay change can be brought about in an

almost natural way. This seems to be an ideal sy$te the achievement of democratic



leadership so talked about in South Africa. It weluire a high level of maturity from

leaders and may prove difficult in a South Afribattis still emerging from apartheid.

Change is inevitable and, as | shall argue esdewtithe needs of education in South
Africa. Change is complex; it is a journey and reetmbe guided by local knowledge and
circumstances. It will only be through informed exkmentation, the pursuit of promising
directions and the refining of practices that heayglwill be made. Burton & Murugan state
that flexibility must be accommodated and the rarid destination discovered through the
journey itself. The key to success lies in the tiveaactivity of making new maps (in du
Plooy & Westraad, 2004:65). Change is thus anotfwed for growth or for learning; we

can all do it anenjoy it, if we want to (Evans, 2001:24).

2.3 SOUTH AFRICAN SCHOOLS
Taylor, Diphofa, Waghmarae, Vinjevold and Sedibeaagjue that research on change in

South African schools has been quite sparse. Tadhaid government did not encourage
much data collection in either black or white sdeofin Taylor, Muller & Vinjevold
2003:19). After 1994 the new democratic governmead a massive change process to
complete. From eighteen racially divided educatlepartments there are now nine; control
has been decentralised and each institution has bpened to all races. Whilst much
research is ongoing it is very disparate involvim@ny different projects and little

conclusive data about the changes and how they aetieved have been produced so far.

In 1996 President Mandela instigated a researcjegiroalled the Presidential Education
Initiative (PEI). Although the research involvedyB00 schools the researchers said it was
sufficient to give an indication of just how podretquality of education in the township
and rural areas was. Taylor and Vinjevold wereg#dao discover that many teachers were
committed to change; they had an internalised paismnscience that encouraged them to
consider their learners’ welfare and outcomes afcaton. Sadly others were found to
believe that this responsibility lies mainly withet state (in Taylor, & Vinjevold, 1999:
137).

In order to make apartheid education work, an exttg authoritarian mode of operation

and communication was necessary. This was chaisdeby a lack of consultation



between the government and its employees. Soutltai& (apart from the resistance
movement) learned to become a passive, obediemtpanwilling to challenge commands

from the top (Davidoff & Lazarus 2002:9). This makéhe move towards a more

democratic system very difficult as Lippet discaawith his scout groups in the 1940'’s it
took much longer to adjust from autocratic to deratic leadership than the other way
round (Weisbord, 1987: 85). Autocracy is imposet democracy has to be learned and
many schools still operate in an autocratic manheachers who are of the old school still

respond passively to instructions and find it difft to adopt democratic principles.

Of the thirty thousand schools in South Africa thtbousand are deemed dysfunctional
(Delta Foundation, 2004). This means that ten peéroé schools apart from physical
deficiencies do not even have a timetable. Of timetional schools there are many that are
not performing as well as they should and accordimgChisholm & Vally this is
particularly pronounced in the secondary schoateqdy Kruger in van Deventer 2003:4).
The schools have been faced with many changes 8@ and “an enormous number of
new policies have been introduced to address thmlances of the past” (Davidoff &
Lazarus 2002:3). England notes that six thousahddds in South Africa are involved in
development projects and costs donors R500millionually (England, in du Plooy &
Westraad, 2004:17). Observations by Westraad showed

the introduction of an outcomes based curriculung the subsequent
revision of this curriculum at a General Educatand Training (GET)

level, has resulted in educators being flooded withining and

information sessions. The introduction of Continsiodhssessment
(CASS) at a Further Education and Training (FETYyelerequires

educators to attend numerous cluster meetings, iandddition the

Department of Education (DoE) has a number of othiiatives that

they require educators to attend. At school managenevel initiatives

to address leadership, management, governance dainthistration are

being launched as well as direly needed trainingadhool safety and
security. Add to this the other interventions by nN&Governmental

Organisations (NGO’s) then we can see why someotstamd educators
are being overwhelmed by improvement and change

(Westraad, in du Plooy & Westraad, 2004:2).

Along with the curricula changes Meerkotter notkdttthe new democratic government
also decided by 1999 the teacher: student ratialfaecondary schools would be 1:35 (in
Morrow & King 1998:52). This resulted in a redepiognt process and the retrenchment of
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many teachers. In the Eastern Cape this procemsgising and is still causing disruption.
No new teachers have been recruited since 2009;temporary appointments have been
made and some temporary teachers went withoutgrapdny months and they receive no
benefits in terms of medical aid or pension contitns. In many schools it is not unusual
to find up to seventy learners in one class. Thesiehl working environment for some is
also very challenging; 35.5% of schools still haaeeform of telecommunication, 27.3%
have no access to water, 42% have no electricidy1816% of learners are without toilet
facilities (Department of Education 2000 x-xi).ndw of a headmistress in rural Transkei
whose teachers still have to bring a bucket inéostaff room to use as a toilet. Along with
the lack of textbooks and writing materials thiskes the working conditions in some

schools very challenging.

The above factors have combined to leave teachdts feelings of frustration and
disenchantment. Many teachers say they would ni&r éhe profession again if given a
choice (Evans, 2001: 95). According to Barth thegl f‘'unappreciated, overworked and
demeaned as professionals, powerless to effecgehécited in Evans 2001:95). There is a
culture of learned helplessness with a mixtureyoi@al resentment and passive resignation
(Evans 2001:141).

Plans have been made to help schools cope withllthigese changes and as mentioned by
Westraad above, there have been hundreds of wagksbftering instructions on how to
implement them. Sadly many of the previously disadaged schools continue to decline
as the school cultural climate moves further awaynfone of learning and teaching to one
of just trying to survive on less and less resasiréeerkotter sees these schools as “triply
disadvantaged” (in Morrow & King 1998:51). They weayoorly resourced under apartheid,
their teachers were less skilled and now with titeoduction of the new curriculum they
are struggling to cope. Many teachers from disathged areas may have very little idea of
what systematic and uninterrupted teaching andile@rin schools is really about since

their own education was often disrupted due tdtipaliinstability.

Conradie claims that the new ‘buzzword’ for thesleo®ls istrapped They are trapped in a
situation from which they cannot escape; a sitmaitiowhich the Culture Of Learning and
Teaching (COLT) has been destroyed (in De GroohyBMothata & Malherbe, 1998:80).
They are unable to carry out any new developménlarge contributor to the deterioration
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of COLT is absenteeism. A newspaper article repodabsenteeism rates in township
schools as high as 30% amongst teachers and 508tufitents on so calletbrmal school

daysand blamed it on poor physical facilities and itmmidation of teachers by learners
(in De Groof, Bray, Mothata & Malherbe, 1998: 80he problem facing many educators is
how this attitude can be reversed to change itn® where an atmosphere of discipline,

trust and mutual respect prevails.

This turnaround has been achieved in a small numibschools. Christie and Potterton (in
Gultig, Ndhlovu & Bertram, 2002: 93) carried outvé@stigations into what they termed
‘resilient’ schools. These were previously disadaged institutions that had achieved
success against the odds. Somehow despite thaovdistaged circumstances their results
were getting better and better. The DoE also chwoig research and discovered that a true
culture of learning and teaching, as well as a sttp@ management culture could only
thrive in a school where the major stakeholders deaership of the schools mission and
ethos (in Gultig, Ndhlovu & Bertram, 2002: 5). Mketter also agrees that “teacher
commitment, learner and parental involvement... dbute greatly to a climate of
orderliness and an accountable school managemaridh wre so essential for meaningful
learning to take place” (in Morrow & King 1998:59)he best laid teaching plans may go
awry if the overall milieu of the school is not ga@potive, encouraging and stimulating to
the staff and students involved and if the scheohdt so organised as to enable good
teaching and learning to take place (Davidoff & &as 2002:vii). The results of these
studies provide proof that sustainable school imgneent is possible even in previously
disadvantaged schools.

2.4 TRENDS IN SCHOOL IMPROVEMENT
Education is seen as a political tool for many gomeents and school policies are changed

by successive regimes. Education is the most refdrarganisation of any public service
and each time the policies are changed the teabhgesto learn to adapt (Evans, 2001: xi).
Over the past thirty years many different methodflscliange have been devised and
although they may have different titles, they pessaimilarities in their styles of
restructuring. Diphofa, Vinjevold & Taylor stredgat today, school improvement is seen as
vital because schools are expected to producegizvho are globally competitive. There

are international league tables that compare emcalystems worldwide (in Taylor &
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Vinjevold 1999:1). The following are examples ofthmds of school improvement in use
throughout the world.

2.4.1 Total Quality Management (TQM)

W. Edwards Deming an American statistician who wedrlat the Hawthorne plant in the
early 1930’s was the founder of TQM (Masters, 20P4Deming went to Japan shortly
after World War Two to help with rebuilding the met. Today Japanese industry is so
successful that they are exporting their managstidés back to the US. One of the core
values of TQM is that the customer is vital to tperation of the organisation, as without
customers there would be no organisation. TQM afges organisations to turn top-down

management on its head.

In the early 90’'s TQM was introduced into educatom has had much success in schools.
For example in Alaska, Mt. Edgecumbe School bo28times more oits learners go to
and stay in college compared to other schools. |&inid its values in industry TQM
recognises learners as both customer and employedse educational system. The
teachers are encouraged to work with the adminisgaas a team. For evaluation TQM
believes in continuous assessment for both teaemetdearners as to wait until the end of

the year would be too late for any changes that megy to be made (Masters, 2004: 3).

| have encountered TQM whilst working in an indegemt school in the Eastern Cape and
there were some successes with the process. Umébely political upheaval in the school
led to the procedure not being continued. | remerttievisioning exercise and the planned
monthly meetings to help discuss changes withinsttteool. It was a training course of
action and only involved staff members and repriegimes from the prefect body. No
parents or governing council attended. De Bruyescihe research by Carlson, who asserts
that implementing TQM in schools is extremely diffit and not easily sustainable and its
failure rate is as high as 70% (De Bruyn, in Vam Wéesthuizen, 2003: 325). Carlson
claims that the main problem is to do with the bass discourse which does not sit
comfortably with many teachers. They do not likacteng to be referred to as a
commodity nor their learners to be called consun{@arlson, 1996: 99). Carlson also
implies that TQM is a very time-consuming processcl requires a huge commitment on

behalf of the leadership in the school.
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2.4.2 School-Based Management (SBM)

David (cited by Cunningham & Cordeiro 2003:163)ims that SBM follows the same
principles as TQM. It empowers staff to create d¢omms in schools that facilitate
improvement, innovation and continuous professiagrawth. The school principal and
senior management team encourages teachers tduo&r@an improvement that directly
affects learning and teaching. There need to bertppties for professional development
and adequate information available for informedslen making. Incentives should also be

provided to encourage personal improvement.

South Africa used to offer increased salary ine@stifor qualification improvements but
now there is no money available for such schemdsaarsoon as you have completed four
years post matriculation no more increments willgoanted. SBM is also seen as a top-
down technique of bringing about change and sbhet echoes of authoritarian ideals and
apartheid and whilst it may have a role to playsame schools it will not help to bring

about democratic change in education.

2.4.3 Strategic Management

Strategic management is a fairly new trend in stshand colleges leading towards greater
autonomy. It has evolved due to the need for sshtmobecome more market driven rather
than remain as a public service. This method maaly established in Britain but is starting
to take a hold in the USA and Canada. In SouthcAftoo there has been a call for some
successful schools to start handling their ownrfoes and independent schools already
operate quite successfully in this manner. The gowuent plans provide a subsidy related
to the number of students and the physical ressut¢he school. These institutions will
be described as section 21 schools. The governwitrgay the salaries for the staff plus
the subsidy but other monetary needs of the schbolld be raised locally. This idea
seems fine for well established and resourced ew@gnt and ex model C schools (see
footnote page 1) who are able to demand fees 0D®%aDd more per annum, but for the

township school where fees are less than R100npema it seems a daunting task.

As the name suggests strategic management is ageraeat-led process of change but
some of the strategies involve collaboration soefage similarities to OD. The main aim is
to bring about change and improvement in respamsieet external environmental demands

if the school is to survive. The process requirgmad leader who can carry out strategic
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analysis in terms of a SWOT analysis (Strengthsakllesses, Opportunities and Threats)
and affect strategic planning for the future whitsintaining the standards of the present
(Middlewood & Lumby 1998: 1-15).

2.4.4 Whole School Development

Oliphant & Tyatya note that this is a project tgegw out of the Department of Education’s
Whole School Evaluation process that was initiatedDurban 1999 (in du Plooy &

Westraad, 2004: 33). It was adapted in the Easiape by a Delta Foundation project in
conjunction with the Eastern Province DepartmenEdd@ication and Rhodes University. It
aims to improve classroom practice and learnereaeiment in terms of Whole School

Development (WSD). The model for WSD has eight &egas that need to be monitored,

they are:
. School administration
. Learner welfare and development
. Teacher welfare and development
. Leadership and management
. Community integration
. Curriculum implementation
. Curriculum development
. Resource management

Oliphant & Tyatya say emphasis should be given ltotheese areas because they are
influenced by the values and attitudes of the skchommunity (Oliphant & Tyatya, in du
Plooy & Westraad 2004:36). WSD should involve evasy in the school but it needs to be
initiated by the School Governing Body (SGB) and 8enior Management Team (SMT),
as they are the ones who will carry the changetally the project that started in primary
schools expected the principal and four key teacher attend workshops. On its
introduction to secondary schools with their magstrictive timetables only the principal

and an SGB member were expected to attend (Dikig3:240).

This project has had some successes but the proidemins that it is a top-down
management project and the way in which it is edrrout is through workshops with
representatives from each school who are then &gbdo go back to their school and
implement change. As has been demonstrated befoceng only two or three members of
an organisation to workshops has a limited succassin bringing about change. Glover

insists “they also need some hand-holding and tnssipport, as they move from the tried
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and trusted to something new and potentially m@leable and satisfying” (Glover, in du
Plooy & Westraad, 2004: 27). Also the focus is @hedifferent pre-determined areas for
school development whereas OD typically tackley @mle issue at a time which has been

identified by the school.

2.5 ORGANISATION DEVELOPMENT
Organisation development (OD) differs from the abowventioned methods of school

change in a number of ways. Most significantlysitaiplanned process of change. The
ideas for OD were first inspired by collaboratioetween Douglas McGregor and Kurt
Lewin in the late 1940’s (Weisbord, 1987:97). Thegre responsible for the founding of
the Research Centre for Group Dynamics at Massatisusistitute of Technology (MIT)

from where many of our modern day business prextieve arisen. By the 1940’s the
manufacturing industry had moved on from the ‘maehage’ to the ‘human relations

movement’ and was in the process of balancing mduyxtion versus the needs of people.

Some earlier work related to group dynamics haad lmeeried out by Lippitt and he also
joined Lewin at MIT. In 1946 Lewin held the firsigerimental workshop in OD at
Teachers’ College, Connecticut. The following yélae National Training Laboratories
were established. Many people who were interesteparticipative action research and
collaborative management strategies were trainedetho become skilled at improving

group relations and managing change (Weisbord 283.7:

The training groups or ‘T’ groups as they cameddkbown, were places people could gain
feedback about their behaviour, examine any negadispects of their self-image and
experiment with new behaviours in the atmosphengsgthological safety provided by the
laboratory education. The programme was based amePs point that “people learn by
doing” (cited in Mirvis, 1996:14).

One of the core principles of OD is that we are Imoore likely to modify our behaviour
when we participate in problem analysis and sahjtiand we are likely to carry out
decisions that we have helped to make (Weisbord:898. Another important principle
that Lewin seemed to know intuitively was that n¥alving thegatekeepergWeisbord,

1987: 88) These are people who are in control of situatenms they need to be part of the
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process in order for the change to be sustainesirlwas working with Margaret Mead
on a project to persuade civilians to use therassned meats. Mead and Lewin identified
housewives as thgatekeepersthey reasoned that families ate what their matipeepared
for them. A comparative experiment was set up; mmed who told them what to use
lectured the first group of housewives, the seagraadip were given all the facts and were
asked to come up with their own ideas. As expetitechousewives who were allowed to
make their own decisions changed their eating kabitd that change was sustained
(Weisbord, 1987:89).

In the school situation thgatekeeperare the principal and/or the senior management team
and if change is to be sustained then these péaple to be involved and approve of it in
order to ensure its continuity. One cannot sim@y shange and expect it to happen

overnight, it takes a lot of effort!

Schmuck and Runkel introduced the concepts of OBdtecational organisations and they
worked extensively with schools from 1967-1994 (8obk & Runkel 1994: ix). Their
handbook of OD in schools is recommended as the text when carrying out OD
interventions. Schmuck and Runkel have made numseroadifications of industrial
methods to suit the needs of educational instigtiorhey have recognised three social-

psychological conditions that make schools diffefesm industry.

The first is associated with the goals of educatwmch is not just the manufacturing of an
end product. Exam results are the usual critemarfeasuring the success of a school but
they should not be the only standard, the holdéeelopment of the individual is also of

paramount importance.

Secondly the structures in schools are such tlea¢ thre less highly differentiated jobs. For
example the federal civil service of the USA hagyi@des whereas most schools will have
no more than 4 grades; teacher, head of departndeptity principal and principal
(Schmuck & Runkel 1994:12).

Thirdly schools tend to have less competition wihch other than some businesses
(although this situation may be changing in SouthicA with the increased autonomy of

some of the schools). Davidoff & Lazarus claim €dh help because:
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Organisation Development has a major role to ptaypaking
‘the school experience more meaningful for teaclasd learners... and
is an extremely effective way of improving classropractice’
(Davidoff & Lazarus 2002: xvi).
Schmuck & Runkel also claim that it is:

a coherent, systematically planned, sustained tedftosystem self-study
and improvement ....its goals are to improve orgdiuisal functioning
and performance

(Schmuck & Runkel 1988:4).

It does not happen overnight but it is a processhainge that “equip(s) the school as a

whole to become more effective in its purpose avalgj (Davidoff & Lazarus 2002:41).

Needing change does not make it happen. AccordingBelasco you require the
involvement of large numbers of individuals to drafvision and this is what empowers
people (Belasco 1991:119). All must understand wisgon and it must be done in a
participatory way that empowers people. OD is a@ss that involveall the stakeholders
in an organisation. In a school this includes tbhosl governing body, management,

teachers, administration, parents, learners anddimemunity.

2.5.1 Readiness
For an OD project to work the participants needvéaeady. According to Schmuck and

Runkel the organisation is not ready when theresgynation and complacency, where the
staff are not happy with their situation and bedidhat they themselves have no hope of
changing it (Schmuck & Runkel, 1994: 56). Suggesiare provided to help raise
readiness levels and these include working firstith administrators (the senior
management team) and then with key teachers whatmesybe able to carry the change to
the rest of the staff (Schmuck & Runkel, 1994:60).

2.6 WHY OD?
Organisation development is a process of planneshgdh and according to Hattingh its

purpose is:

to help people and organisations cope, adapt, \&mid even prosper in these

vexing times...it is a process of teaching people howsolve problems, take

advantage of opportunities and learn how to dolibtter and better over time
(cited in Meyer & Botha, 2000: 166).
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French, Bell and Zawacki agree that:

Organisation development is a long-term effort, ladd supported by top
management, to improve an organization’s visiongamgpowerment, learning and
problem-solving processes through and ongoing,abohative management of
organization culture- with special emphasis ondil¢ure of intact work teams and
other team configurations — using the consultaaiifator role and the theory and
technology of applied behavioural science, inclgdaation research.

(French, Bell & Zawacki, 2000:25)

OD deals with the human side of an organisation i@ndased on behavioural science
principles from psychology, sociology and anthragyl. The two major goals of OD

programmes are:

1. To improve the functioning of individuals, teamsahe total organisation
and
2. To teach organisation members how to continuousigrove their own
functioning
(French, Bell & Zawacki, 2000:2).

In other words to help people realise their potdratnd help them to become more effective
at what they do. Teachers are very good at doiisgftin their learners but sometimes they
neglect to keep themselves up to date with chatihgesare happening around them. This is
in part a legacy from the past in South Africa. [bayand Vinjevold say a good example of
this is the way fundamental pedagogics; often aegmal part of teacher training taught
people to follow instructions and not to think tbemselves (in Taylor & Vinjevold 1999:
132). Schmuck & Runkel claim that OD can help resahis situation:

The most far-reaching kind of aid we think OD caveghowever is in
enabling education organizations to achieve a mestacapacity for
solving their own problems. The people in schoold eolleges having
that capacity will monitor their environment andédaaction to control
inputs from that environment.

(Schmuck & Runkel, 1994: 14)

OD should be able to bring about transformationanforganisation and change South
African schools from places where the culture @riéng is deteriorating to becoming
learning organisationsSenge defines Earning organisatiomas “an organisation that is
continually expanding its capacity to create itsifa” (Senge, 1994: 14). It is important for
progress that education institutions promote lifglolearning, in our ever-changing

environments it is vital that we are able to adamt survive in new situations.
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2.6.1 Learning Organisations
It is ironic that although schools are organisaidevoted to learning, they are generally

not learning organisations (Department of Educati®95:31). Hitt (1995:18) identifies
three different organizational paradigms in thet pagtury that have had a major impact on
the way organizations operate. In 1947 Weber défimereaucratic organisations, which
have a paradigm focused on rationality and efficgerin 1964 Drucker described the
performance-based organization with a paradigm [@iom results and effectiveness.
Senge in 1990 popularised the learning organizatiaming a paradigm centred on
continual adaptation to an ever-changing envirornimegarning organisations are needed
for survival and Revans in 1982 postulated thaartdng must be greater than or equal to
the environmental changes (L>=EC) or the orgarmsatill die” (cited in Hitt, 1995:17).

In order to become learning organizations Fenw2B08: 614) feels we must, from a
critical perspective, understand the structureslahinance that express or govern the
social relationships and competing cultural pragievithin the organization. Politics are
central to human cognition, activity, identity, ameaning. Emancipatory educators claim
that when mechanisms of cultural power are namegis\vand means to resist them appear.
Collective action is combined with critical analysbn power relations and structural
oppression; people can explore unexpected, uniradgpossibilities for work, life and

development.

Another way to help organisations become lifelotares of learning has been developed
by McKinsey (cited in Hitt, 1995: 18). He suggestseven S framework:

1. Shared values — these are the core beliefs ofrf@sation

2. Style — of management

3. Strategy — this is the vision of the organisation

4. Structure — how many levels of employees and hoey thre
grouped

5. Staff — the characteristics and personalities

6. Skills- the abilities of the individual staff menrse

7. Systems — within the organisation, the communioatioetwork

In South Africa the bureaucratic principles of Web®y have achieved orderliness, which
is still a necessary part of any organisation, ibig not sufficient for the spontaneity and

flexibility needed in our unpredictable environmewe also require individuals able to
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learn to adapt and survive and that means not oohforming to standards but also
continually asking whether the standards are co(kitt, 1995: 23).

2.7 HOW OD WORKS
OD opens people up to new inputs and provides mgénicontent so they can judge for

themselves whether or not their current behavisueffective. To facilitate change OD
offers regimens of fact finding and problem solviagd seeks to equalise power in

organisations. It encourages personal masteryesmd kearning (Mirvis, 1996:16).

Botha associates six major topics with organisatienelopment: Organisation culture,
organisation climate, management of change, manageckevelopment, organisational
conflict and employee commitment (Botha, in MeyeB&tha, 2000:8). A wide range of
activities is available, each addressing a spegfimblem area, focusing on a specific
segment of the organisation and utilising a spediftervention to achieve the desired
outcome. To this end Waugh presents the OD cubgrias by Schmuck and Miles
(Appendix A). This can be applied as part of thenagptual design of the solution
according to its problem, its focus of attentiordats mode of intervention (Waugh, in
Meyer & Botha, 2000:122).

Educational innovations require changes in thetural of the school and organisation
development is a method that can bring about @llitlrange. There are four types of OD
interventions commonly used; Training, survey datdback, constructive confrontation
and process observation and feedback (Schmuck &d&ut994: 28). Usually an OD
practitioner or facilitator will help identify whitissue(s) needs to be addressed by using
methods such asurvey Data FeedbackSDF). Botha says this method can gather
information by using questionnaires, direct obseows, interviews, workshops,
documentation and records or a combination of thed@niques (Botha, in Meyer & Botha
2000:8).

Training is often needed to introduce new or impebvorganizational methods.

Behavioural and structural change arises from egpgal learning. Individuals can alter
their habitual behaviour patterns when encourage@ct in new ways by colleagues.
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Cognitive change can also be stimulated by meamsfaimation presented in the form of
lectures or written handouts (Schmuck & Runkel,4:991).

SDF was first described by Floyd Mann who discoddteat departments that discussed
their data made more significant changes than ttieeneard nothing or received feedback
only. Face to face discussion not just the sureefartique is the key to constructive change
(Weisbord 1987:192). SDF is the most frequentlydu®® design, as it is easily adapted to
suit any situation and is particularly useful irttggy an OD intervention started where an

organisation is quite emotionally or physicallyphsate.

Constructive confrontation is necessary in situeiovhere conflict is impeding the
progress of an individual or group. The OD facibitacan bring together the conflicting
groups and help them to communicate more freelyp#reeptions they have of each other
in an attempt to get them to come to some kindgoéement which is mutually beneficial
(Schmuck & Runkel, 1994: 30).

Process observation and feedback tries to involagigpants in talking about their
working relationships and make group agreementsnoalify their ways of working

together in the future. This is a particularly usehethod for trying to improve meetings
that most people seem to think of as ‘a burden doebdured’ (Schmuck & Runkel,
1994:183).

2.7.1 Future Search (FS)
Another intervention which is gaining in popularsiynongst OD specialists is that of the

‘future search’ conferences. It was an idea suggest Weisbord by Emery and Trist

(Weisbord, 1996: 282). The basic principle of ittés get an organisation to recognise
changes that have occurred by examining their past present situations as well as
examining their hopes for the future. Weisbord dadoff are co-directors of the future
search network and have led conferences all overwbrld training more than 2,500

facilitators in Africa, Asia, Australia and EuropEhey see FS as extending traditional OD
meetings in an exciting new direction. The spifift® is self-management and discovery
and it requires the commitment of the 60-70 pe@ttending the 2 to 3 day conference
(Weisbord & Janoff, 2000:12).
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Students at the University of Maryland claim thepgmse of FS is to help large diverse
groups of individuals discover their common valugsals and interests. It should provide
them with a way to create a desired future togetierthey can start implementing straight
away. It is said to be most beneficial in uncertdast-changing situations. It typically
involves 60-80 people and usually lasts two to éhdays. The group needs to be big
enough to provide different perspectives but alswls enough to allow for dialogue.

Participants need no prior training or expertisaijersity of Maryland, 2003: 1).

FS has four principles:

1. To getrid of the hierarchy and involve everyoneowias a stake in
the organisation from the janitor to the chief axae officer.
2. To help each person to see the bigger picture
3. To treat problems and conflict as information whgdearching for
common ground and desirable futures
4. To invite and encourage the participants to wodetber in small
groups reflecting, taking and acting on what therih

When carrying out a FS procedure there are fiviestes perform:

1. Examine the past to see where the organisatiobders

2. Examine the present to discover the trends thatafiezting the

organisation

3. Tolook at the “prouds” and “sorries” of the orgsation

4. Examine the future to see what the organisationsv@ndo

5. Find common ground for action planning
Task one establishes a common history and bringsewmious experiences. Task two notes
the world trends affecting the whole group. Tagle¢hacknowledges what they are doing
now that they are proud of and what they are salogut. Task four and five help to devise

ideal future scenarios.

The benefit of a FS is that it has a unique apprdesed on the belief that each of us has
the skills and knowledge necessary to create chabgeryone regardless of his or her
status, skills or attitudes is given the opportuiit be involved. Participants work in small
groups and learn from one another and this builts,tencourages creativity and provides
sustainability (University of Maryland, 2003:1).

Sean Barry, a student at the university of Maryleftécts on the success of a future search

operation and how it empowered every member obhgginisation whilst at the same time
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it eliminated a great deal of possible power stlegigPreviously in her organisation her
class had been working towards a mission statemerdgveryone’s egos kept getting in the
way. With the introduction of FS people were aldecbntinue to work on their own

projects but without the power struggle (UniversiffMaryland, 2003: 2).

Sonoma State University's Psychology departmert edsried out an extremely successful
FS procedure using nine of their OD masters stgdefhey worked with a local
community and developed a shared vision for a béitare for young people in the town
of Windsor. They had a three-day conference andtedveducators, administrators,
government officials, youth service providers aegresentatives of local youth (Sonoma
State University, 2003: 1).

2.8 THE OD FACILITATOR
The success of implementing change is generallycegted with those who facilitate the

change procesShe personality of the OD practitioner her/himsslfa vital part of the
process. The person has to have a positive engtigsatitude themselves in order to help
facilitate the development of others. (Armstrong0£:1). As a facilitator you have to gain
the trust and confidence of your client and if yva of a negative disposition your success
rate will not be very high. You also need to hawgoad knowledge of behavioural science,
have the ability to recognise people’s attitudespons and perceptions. It is also of
benefit if you have some experience in the typeofanisation you are helping, for
example in education it is helpful if you have beerare a teacher and have knowledge of

some of the issues affecting the organisation.

The OD consultant/facilitator should have five cooenpetencies:

1. Information seeking- an underlying curiosity andside to know

more about things, people and issues

2. Analytical thinking- understanding a situation bsedking it apart
into smaller pieces or tracing the implicationsadituation in a step-by-
step way.

3. Conceptual thinking- the ability to identify patteror connections
between situations that are not obviously reladed, to identify key or
underlying issues in complex situations

4. Interpersonal understanding- the ability to acalyathear and
understand the unspoken or partly expressed thsudgelings and
concerns of others
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5. Adversity flexibility- the ability to remain flexile when the
environment is changing and to adapt to these @sang
(Nel, in Meyer & Botha, 2000: 102)

The facilitator should also remain objective, ewdren circumstances may encourage them
to be subjective. He/she should be dedicated whieg the desired project outcomes even
when it means overcoming obstacles or problemsniiagt arise. He/she should be willing

to assume the role of leader for certain projeot$ should have the self-confidence that
allows them the belief in their own ability to acgplish an assignment. He/she should be

able to select an effective approach to a taskailem (bid:103).

The OD facilitator often has to display strong kexathip skills, especially if training is part
of the intervention (Schmuck & Runkel 1994: 75).nSwuctive confrontation is the least
used of all interventions but may be needed inatitas where there is major conflict
between colleagues. Once again the facilitator lvaite to play a dominant role in ensuring
proper handling of the situation. Process obseymatind feedback is a feature that is
present in all interventions. Facilitators haveetsure that the group is continually on the

right path and sticking to agreements.

2.9 THE PROCESS
The procedure for most OD interventions followswies Law’ which involves the three-

step procedure for change. Lewin saw human sys@snalmost but not quite static

(Weisbord, 1987:226). Unresolved issues accumitateganisations and people freeze in
dysfunctional patterns; nobody listens, apprecjatelebrates or communicates (Weisbord,
1997:227). The job of the OD facilitator is to geople to unfreeze, move forward and

then refreeze in order to sustain the change.

Unfreezing Moving Refreezing

Creating the
motivation and
desire for
chanau

Designing and
implementing
actual change

Reinforcing and
stabilising new

methods, procedures

and behaviou

(Nel in Meyer & Botha 2000:91)
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In schools, unfreezing is seen as necessary whgesctiool is trapped in a crisis situation.
Examples of crisis could be an increase in thenkzafailure rates, declining enrolment or

teacher and student absenteeism.

2.9.1 Cultural Change
OD has the ability to change the culture of an piggtion and this is seen as imperative to

effect change. The culture of an organisatiorsisidrms and values; the way that things get
done and why is as important as what is done (FreBell & Zawacki, 2000:4). This is
what makes OD different from other methods of stirmprovement. The OD facilitator is
able to work with the school not just a few repreatives of the organisation. He/she is
able to organise a structured timetable of eveh&t are mutually acceptable by the
organisation for its future developmental needsthatt time. Working in that school
environment allows real data to be collected frown participants and a true picture of the
unique needs of that school will be generated. fakditator is then able to feedback the
information and following discussions with the peapants help them to decide on the way
forward using the Situation Target Path (STP) meit8chmuck & Runkel, 1994: 53).

Although there may be generic problems and solstioro two schools can be alike.
Schools have a dynamic human element that may stoofsdifferent cultural beliefs and
values. The facilitator using constructive confeditn methods can help to find the
common ground between these groups and in theafaselysfunctional school can try to

help the staff find a way to restore the culturéeafning and teaching.

2.10 EXAMPLES OF SUCCESSFUL OD INTERVENTIONS
A typical OD intervention is a prolonged procesd avolves an iterative action research

process which consists of seven stages:

1. Preliminary diagnosis
Data gathering from the client group
Data feedback to the client group
Exploration of the data by the client group
Action planning by the client group

Action taking by the client group

N o gk~ Wb

Evaluation and assessment of the results of thenasdby the client

group
(French, Bell & Zawacki, 2000:5)
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At stage seven a further diagnosis may be madehwhii¢ be followed by steps 2 to 7 and
this should carry on, as a continual cycle of cleaagd each time progress should be made

within the organisation.

Argyris and Schon proposed the ‘double loop’ ofamigational learning. Groups engage in
inquiry and publicly test their assumptions andrdgbns of the situation. This opens up a
second loop of inquiry whereby the system scamdf itsd learns how it learns (Cited by
Mirvis, 1996:19). Organisations often have difftguin knowing why some changes work
and some do not. The reasons range from deniatpwising and blaming to flank
protection. Mirvis advises organisations to trel@inped change as an experiment, not an
action based on knowledge and skills that shouldraatically work. Organisations should

expect errors and learn from them (Mirvis, 1996.18)

Waugh describes a South African mining industryt i@veloped the ‘Seven D change
process’ with great success. It was a technologippfoach as it involved the development
and implementation of Information Communication Aiealogies (ICT). The seven D’s

are:

1. Demand phase — potential business and operati@mafils must
be proven and serve as the driving force for change
2. Discover phase — a suitable team is appointed &yrthnagement
to discover the requirements of change.
3. Dimension phase — this is when the possible solsti@re
developed conceptually and project areas and tasendefined.
4. Design phase — dedicated teams will design theetgliand then it
is assessed in terms of risks/benefits. It is thesented again to the
steering committee.
5. Development phase — the programmes are put togdheetarget
groups are primed to create expectations and thacidy is built to
support the changes
6. Deliver phase - this is the execution of a numbenterventions.
The intention of this phase is to create a clintagg is conducive to
change as well as enabling the business to suatgsshplement the
changes to achieve sustained performance improwsmen
7. Dedicate phase - this involves the development edligtic,
achievable and measurable plans to sustain thegeBa®@wnership is
created and the changes are continuously monitaretl analysed.
Feedback to both the people and the managemegivare

(Waugh, in Meyer & Botha, 2000:135).
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Examples of interventions in industry are giverFnench, Bell & Zawacki. For example
one manufacturing company made the long-term comemt of 3-day work sessions in
OD every 3 to 4 months over a period of 18 montit# the organisation had started on the
road to recovery. Another company had an initiatlay- workshop followed up by
observation of meetings and a half-day workshopvaluate the changes after 3 months.
The company now has a 3-day workshop annually @FreBell & Zawacki, 1999:6).

In the case of Yellowwood, a South African schalé process of change is still ongoing
but the OD intervention was documented over a peoio2 years. The process was slow
and had many ups and downs. Some topics had teovererl more than once but the
authors placed more emphasis on the process tthidwerthe outcomes. Their main desire
was to assist the school in becoming more sel&mgliearning from experience, reflecting
on actions, understanding what works and what de¢sand why (Davidoff & Lazarus,
2002: 186).

Irvine used OD to help improve the NGO she was wgrkvith; she achieved great success
in transforming the organisation to meet the neafdgs environment and staff (Irvine,
1999: 61). Kadyakapita also found success withrtesvention in private church schools
in Malawi. He confirmed that OD values were congiueith those held by the school
(Kadyakapita, 1998: 114). Neshila of Namibia alsthiaved some success with her

intervention into problem solving and communicasi@h the school (Neshila, 2004: 82).

2.11 BARRIERS TO CHANGE
School improvement rests upon a number of assungtihhe most important one being

that the school has the capacity to improve itddHrris notes five factors, which can
prevent school improvement:

1. Unclear purposes and goals: if the reasons forchliamge are not
transparent it is unlikely that teachers will bentoitted to working
towards the change

2. Competing priorities: when there are many chang&sg place
simultaneously then the constraint of time will mehat some changes
are given more priority than others.

3. Lack of support: in order to implement change theeeds to be
adequate technical, professional and emotional®tpgr teachers.

4. Insufficient attention to implementation: many schimprovement
efforts fail simply because insufficient thoughshzeen given to exactly
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how change is to be embedded within schools arssams. A well-
intentioned change may be lost.
5. Inadequate leadership: any successful change avation will
require direction and leadership. Where school awement fails it is
often because it has lacked leadership within gfea or has been
delegated to others without the authority to taKeriward.

(Harris, 2002: 19

OD has the potential to ensure that factors orfeunare accomplished but factor five is a
huge problem facing many South African schools.o8tlprincipals in most schools are
often teachers with many years’ service and naquaar management skills. Theron cites
Carnal, Miles, Paulo, Jwaideh, Virgilio and Virgilwho all emphasise that the principal

needs certain skills in order to initiate and manelgange successfully. He/she must have:

* Good interpersonal relationships and ease of manner
e A grounding in the ethics and philosophy of change
* An understanding of how groups function
*  Familiarity with adult education and with runningskshops
* Wide teaching experience, a sound knowledge of adual
management and a good general knowledge of otkeiptines
* Initiative and innovative ideas
»  Skills in enhancing communication, trust and selifdence
« The ability to generate effective, positive relasbips, to give
support and to show empathy and sensitivity
« A willingness to confront people where necessarythoit
generating hostility
* A sound understanding of how to handle conflict aindss
* Aflexible and adaptable management style
* The ability to identify her/his own and others’ estigths and
weaknesses
»  Skills in planning for action and implementation
(Theron, in van der Westhuizen, 2003: 199).

Lahui-Ako, during his research about principalsPapua New Guinea found that high
school teachers had been promoted to the posifipnircipal based on inspection reports
as classroom teachers, also friendships and “whyg kmew” had an influence on their
appointment (Lahui-Ako, 2001:235). The Eastern Cagported a similar situation where
corrupt teachers and official made appointmentaroad hoc basis (Naki, 2004:4). Because
of a lack of leadership and management skills ppails saw themselves primarily as

administrators and despite their good intentiottke liof their work was directed towards
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teaching and learning and they spent most of tlree on administrative tasks (Lahui-Ako,
2001: 236).

From his research Lahui-Ako recommended a programinteining for the principals to
provide them with leadership and organizational videdge and skills, including
knowledge of change and innovation. The abilityriitiate, invent and adapt, a sense of
direction as well as the skills to motivate andvite appropriate leadership styles to meet
the challenges and demands of the changing edoehtmvironment (Lahui-Ako, 2001:
239).

Change is a process that needs to be managed arsthbol principal is the key figure
around which the school revolves and so a very apb gatekeeper where OD is
concerned. Having the support and commitment oftélaehers, students, parent and the
community to help bring about change is also imgartto secure meaningful change.
Adequate time must also be allowed — even thoughfeels the sense of urgency for the

students who are in their final years of high s¢hib@ process should not be rushed.

2.12 SUMMARY
The purpose of schooling is to support all studemtgaining skills, understanding and

credentials to participate effectively in the wddge and the society of the future. A good
school is one where management and leadership gapjpe teaching and the teaching
supports the learners and all are working towardsramon goal — successful achievement
outcomes (Silins & Murray-Harvey, 1999:. 335). Sdsoaequire strategies for
improvement that match their particular contextcuwmnstances and developmental needs
(Harris 2002:7). The legacy ainovation overloads well known and where schools face
multiple changes and competing priorities improvets unlikely to occur (Harris, 2002:
10). As mentioned in the section on South Africehd@ls (chap. 2, 2.3) they are inundated
with mandatory changes. This is why | think that @ih its facilitator who can work
within the school, assisting in directing changel &ackling only one issue at a time is

perhaps the most promising way forward for someunfstruggling schools.

In this chapter | have described the situationantB African schools showing the need for

change and the various methods of change curramdilable. | show that OD holds the

30



greatest hope for meaningful change in our turtitdemironment. Its democratic principles
and empowerment of individuals are major strengtheh have the potential to introduce
sustainable change. | highlighted some seriousti@nts related to management which
will require deeper investigation if OD is to ackeeits promise of improvement for all

involved in education.

In the next chapter | describe my research design.
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CHAPTER THREE - METHODOLOGY

“Organisations work the way they work because efways that
people work”
Peter Senge

3.1 INTRODUCTION
In the previous chapter | presented the literatheg supports the essence of my research
and in this chapter | describe the research parslam frameworks | chose to work in. | go
on to describe the data gathering tools which stediof journal entries, observations and
interviews. | discuss the validity of my researctd autline the steps taken to ensure that
ethical standards were maintained. The methoddogere selected to support the goals of
my research which were:

e To carry out an organisation development intenaemtiin a previously

disadvantaged school.
» To explore the participants’ experience of orgaiesadevelopment.
* To investigate if there is any perceived improvetrierthe culture of learning and

teaching by the participants.

3.2 THE RESEARCH PARADIGM
Paradigm is a Greek word which refers to the wayhich we understand and interpret our

world (Covey, 1989:11). It is our frame of refererend depends on many diverse factors
related to our education, culture and beliefs. WEtgmosing which paradigm to work in our
selection is directed by our ideas about the nattithe world, our ontology. According to
Schwandt a paradigm is a type of cognitive framéwssed by a specific community of
scientists to generate and to solve puzzles im fieddl (Schwandt, 1997: 108).

Morrison (in Coleman & Briggs, 2002: 11) maintaithat education is the experience and
nurture of personal and social developments towamishwhile living and that research
into education should ask two key questions. Thestijons are concerned with
epistemology and the first is about the relatiopdietween what we see and understand —
based on our theories of knowledge. The secondtiqnes about our reality — our
ontology or sense of being. In the words of McKenited by Morrison in Coleman &
Briggs, 2003: 11) “how we go about creating knowkedbout the world we live in?”

32



There are two main paradigms that form the basiseséarch in the social sciences. The
paradigm that is rooted in the physical sciencesied the systemic, scientific, positivist
or quantitative approach whilst the ethnographmplagical or naturalistic approach is
often called qualitative (Kumar, 1999:12). The dasive paradigm is also known as post-
positivist and it has only found its place in rasbaover the past 40 years. Before that time
almost all research was conducted using the naserahce method. Data collected were
shown to be “statistically significant” and “genkzable” amongst populations. Post-
positivists believe the world may not be knowabltbat it is infinitely more complex and

open to interpretation (O’Leary, 2004:6).

| found myself drawn to post-positivist researcltdiese the topic | am studying is not a
fixed, single, agreed upon or measurable phenomasaa found in positivist research. |
am researching a unique organization and thoughe sointhe results obtained may be
transferable this was not a deliberate intentiontleé study. Both the critical and
interpretive paradigms inform the philosophy of megearch. According to O’Leary there
is no ‘best type’ of research, only good questioradched with appropriate procedures of
enquiry (O’Leary, 2004: 9). Morrison says all edimaal research should be grounded in
people’s experiences (in Coleman & Briggs, 2003: A& as facts but as a construct in
which people can understand reality in differentysvaand this is why | chose the

interpretive paradigm.

3.2.1 The Interpretive Paradigm
“There are no facts - only interpretations” - Nisthe

Interpretivists base their view on the Hegelian spective that ‘humans can only
understand the world as it appears to them — nat esally is’ (Janse van Rensburg,
2001:16). They acknowledge and explore the cultaral historical interpretations of the
social world. This paradigm is characterized byamcern for the individual (Cohen,
Manion & Morrison, 2000: 22). | wanted to discoube perceptions of the participants
with reference to the OD intervention. This paradigllows for the construction of
multiple meanings of reality that are in a statélwf and can change over time (Merriam &
Associates, 2002: 3).
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The state of affairs in South African educatiortreg moment is one of permanent flux. |
was introducing even more change with my reseanths® this was the paradigm most
suited to trying to understand how the participamtse making meaning of the changes in
relation to their worlds. | also recognized thataagualitative researcher not only would |
have an impact on the participants but they woldd have an impact on me. According to
Morrison using this paradigm allowed me to payrdtta to detailed observation leading to
rich and deep descriptions of the holistic picttive topic was embedded in (Morrison, in
Coleman & Briggs, 2003: 20).

3.2.2 The Critical Paradigm
“l don't just want to research something - | wantrtake a difference”

Zina O’Leary

Critical researchers have the view that researcbgsses are value-laden... and a quest for
enquiry to contribute to transformation in an ubjwerld (Janse van Rensburg, 2001:23).
In particular it seeks to emancipate the disempedetio redress inequality and to promote
individual freedoms within a democratic society f€n, Manion & Morrison, 2000: 28).
As mentioned in chapter two (see 2.3), many teacaey feeling helpless in the face of so
many changes within education. In carrying out armgaDisation Development (OD)
intervention | did have an agenda to help bringualmthange to the organisation in some

way.

Teachers and learners have virtually no input corieg the changes that are taking place
in education at the moment. There is widespreaghdisantment and low morale amongst
both learners and teachers and they are the onesawe to eventually bear the blame for
the failure of the school system. In most caseyg ti@ve no power to make meaningful
change or have their voices heard. By carryingresgarch in this manner | wanted to give
teachers the opportunity to speak out and empolan tin some way, enabling them to
take back some control in their lives.

OD itself uses action research methods which ahéches for politically strategic action
and in some settings play a galvanizing role ifatarative efforts to bring about social
change (Noffke & Stevenson, 1995: vii). In chajter | describe how some of the changes

in education have come about (see 2.3) and mytiatem using this paradigm is to help
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produce knowledge that might inform transformationsome of the schools that are
becoming dysfunctional.

3.3 METHOD
The method | chose was a case study of the aamearch process used to inform the OD

intervention in the school.

3.3.1 Case Study
Bassey gives a thorough definition of the caseystoethod which explains it very well:

An educational case study is an empirical enquimctvis:
» Conducted within a localized boundary of spacetand
* Into interesting aspects of an educational actidtyprogramme
* In order to inform the judgments and the decisigingractitioners
or policy-makers
» Sufficient data must be collected for the researthée able to
explore and interpret the data, present a wortlewvhigument
which is trustworthy and enables other researctersdd to or
challenge it.
(Bassey, in Coleman & Briggs, 2002: 109).
The empirical enquiry for me was the initial datattgering exercise of the survey data
feedback. The research was conducted in only dmsosaamely Acacia High School. The
activity studied was the OD intervention which waisned at school improvement. It
proved to be very interesting and deserving of stigation as it was vitally important to
the members of the organization and the way theyked together. Respect for
participants’ wishes in line with a code of ethveas maintained and will be discussed later
in this chapter. It is to be hoped that the findirg the research will contribute to progress
being made in other school interventions. Subsdguesearchers should be able to build
from my findings and | believe sufficient data weddlected for the limited time that | had

available to carry out my research. (See chapterftor the presentation of data).

The usefulness of single case studies is suppdiye@Gluckman who asserts they are

reliable and respectable procedures of social aisalile goes on to say that one good case
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can illuminate the working of a social system irway that a series of morphological
statements cannot (cited in Gomm, Hammersley asteF2002: 165).

The methodological approaches involved in a casdystan be broad and eclectic. They
can involve any number of data gathering methods,ekample; surveys, interviews,
observation and document analysis (O’Leary, 20®). My research involved an action
research process which included a survey data &ekdbdiagnosis and action plan.
Interviews were taken with participants during afieér each stage. A journal was also kept

to record my perceptions of any changes that nagbtir in the school.

3.3.2 Action Research
Action research is a powerful tool for change at tbcal level (Cohen, Manion &

Morrison, 2000: 226). It is a research strategyt fthasues action and knowledge in an
integrated fashion through a cyclical and partitwpa process. In an action research
process, outcome and application are inextricabket (O’Leary, 2004: 139).

Action research generally involves the identifioatiof practical problems in a specific
context and attempts to seek and implement sokitrathin that context. Action research
methods are familiar to many teachers as probldmngptechniques. They are seen as a
necessary development to assist teachers and schoolcoping with dynamic
developments, divergent demands and complex pahcituations (O’Hanlon 1996:61).
Action research methods are participatory andesedfuative - the ultimate objective being

to improve practice in some way or other (Cohen &in 1994:186).

My research could be classified as participatotioaaesearch in that the participants were
an integral part of the research design. As Mowescribes | was trying to gain insights
into the experiences of the individuals in an atieta empower them to change their social
conditions (Mouton, 2001: 151). Kemmis & Mc Taggé#cited in Cohen, Manion &
Morrison, 2000:227) make a distinction betweenaactiesearch and the everyday actions
of a teacher. Action research involves problem mapsiot just problem solving, it is
research done on teacher’s own work to help theprawe what they do and how they
work with others. Most important is the ability aétion research to help in the professional

development of teachers.
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Action research is synonymous with OD processesaaswlind OD programme rests on the
action research model (French, Bell & Zawacki, 199388). OD typically involves
members of the organization participating activielyall phases of the process from the
initial design of the project, through data gathgrand analysis to final conclusions and
actions. My plan was to involve all the participam the school in the initiation of the
project and to follow the stages of implementataod evaluation but as is shown in the

data the path of my research did not run smoothly.

3.3.3 The OD Cycle
Nel (in Meyer & Botha, 2000: 95-98) describes seydmases in their OD consulting

process. | compare my research to their plan aisdgthow the intervention proceeded at
Acacia High School:
1.) Problem recognition / Pre-entry Phase.
At this stage the facilitator needs to find out mabout the issues and problems facing
the organization. S/he needs to be aware of tkatqtirofile and what expectations they
may have concerning OD. S/he also should be awawehat could go wrong and be

prepared with alternatives.

A friend on the SMT at Acacia High School recoguizke problems at the school and
thought that OD might be able to provide a solufmmthem. He made an appointment

for me with the principal.

2.) Entry / Initial Contact

This is either by invitation from the interestedtgaor as in my case an appointment
with the school principal to seek his approval oy intervention. It is during this time
that the facilitator should assess the situatibe,rteeds of the client and the objectives
of the intervention. Can a relationship be establisand what the restraining forces are

within the organization?
The principal requested a meeting with his Seniandjement Team (SMT) before the

approval was given which was good as it meant there five members who agreed to

go ahead with the procedure

37



3.) Diagnosis / Data Collection and Problem Analysis

The success of an OD intervention is dependenthinstage of gathering the ‘real’
data. It is here that one can assess the readmesbhange as well as the underlying
culture and attitudes of the participants. Oneidantify the key role players and assess
the hierarchy of the organization too.

This stage was the Survey Data Feedback (SDF)raadier to collect data | borrowed
from the Future Search (FS) method of identifyipgpuds’ and ‘sorries’. This resulted
in a preliminary diagnosis being made which wasficoed by further in-depth
personal interviews about the issues raised inpitteids’ and ‘sorries’. Although only
half the teaching staff were involved in this stageas encouraged to continue as the

SMT were all present and they are seen as theaggieks of the process.

Before the staff wrote their ‘prouds’ and ‘sorriéisey did enter into a contract with me
about the procedure and they agreed to co-opeitiane (see appendix C). It was also
during this very important stage that a team oilifators was elected to help carry the
process. The team was involved in helping to mhkaltagnosis from the data they had
helped to collect using interview questions theg halped to devise.

4.) Feedback / Problem Analysis

The goal of this stage is to ensure that the cloeganization receives and accepts all
the research information as a valid and accuratei@ of the current state of affairs. It

is also when the facilitator should try to creatams enthusiasm for undertaking

changes designed to solve the problems identifirethe case of Acacia it was quite an
embarrassment for some of the teachers to seeprabtems written down on paper

and rather than excited enthusiasm for change thppeared to be despondent

acknowledgment with a determination by some tddrgring about change.

The facilitator must remain objective at this staged make no value calls or
judgements on the data. During this meeting | natlia plan of how to start a change
process using the Situation Target Path (STP) aisa{$)chmuck & Runkel, 1994: 53).

| also offered my assistance in helping to planvilag forward. This offer was politely
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refused and | was thanked for my assistance ingimgnthe situation to light. 1 was
informed they would contact me at a later dateetfassary.

5.) Action Planning / Intervention Planning and Design

| did not take part in this stage of the procedsthe SMT did incorporate OD designs
when developing the plan of action. Many problemd heen identified by the SDF and
the SMT decided to focus their attention on just @sue, punctuality. They involved
the whole school in a collaborative process hophag if they were all involved in
making decisions they would implement them. Thejledatheir plan “Project
Punctuality” (see chap.4, 4.6.1).

6.) Intervention Implementation

During this phase | was an observer making detaiteds after visiting the school and
informally talking with members of staff and stutenmlthough my role was unofficial
at this stage | was acknowledged as being a fatlitof the process and welcomed by

most of the staff.

7.) Evaluation

Following the implementation there is always a nded follow-up to assess if
everything is going according to plan. Adaptatians sometimes needed as hiccups are
bound to occur in the initial stages of any chapigeess. Acacia High School did plan
to have evaluation or progress meetings about tphedject but these failed to
materialize due to management issues (see ch4g)4,

During this stage it is common to have new problemaserialize. In the case of Acacia
there had been many issues raised at the SDF wliltimeeded attention. Although
discipline in the school had improved with the igation of the Project Punctuality
there were still some underlying problems. OD is aogoing cyclical process of
identifying problems— implementing solutions— evaluating the change and then

going back to the first stage again.
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3.4 DATA GATHERING TOOLS
After my initial contact | kept a personal jourradl detailed notes and observations made

after each visit to the school. | also took photqdys to confirm some of the physical
conditions mentioned in the data chapter. Informé&trviews were carried out during
some of the visits and snippets of conversatione weitten down. Formal interviews were
made at crucial stages in the intervention, naraftr the SDF and implementation of the
action plan.

3.4.1 Interviews
Interviews are seen as the most important sourcas# study information (Yin, 2003: 89).

As most case study evidence is about human afftaissimportant that they be reported
through the eyes of specific interviewees (Yin, 2082). According to Brenner interviews
can focus on the informants’ understandings rathan checking the accuracy of the
interviewers’ account and they allow both partiesxplore the meaning of the questions
and the answers involved (cited in Arksey & Knigt®99:32). Clarification of information

Is obtained in this way and the use of semi-stimectunterviews allowed for the collection
of specific data from all the respondents and atstime time permitted the respondent to

define their experiences in their own unigue wag(iam 2001:74).

The interview questions for the SDF were designedhle elected group to elicit specific
information about the issues uncovered by the ‘@sb@and ‘sorries’. Twenty-one staff
members were interviewed during that time and thewars were written down on the
guestion sheet (see Appendix B). All the interviewese anonymous and details were kept
confidential. During the SDF a team had been etetdeassist in collecting the interview
data. This team of four conducted the interviewpnnate offices or a quiet corner of the

staffroom a few even opted to fill out the intewitorms themselves.

The interviews after the action plan was impleméntesre more focused and did not
involve the team. Each interviewee was selectedhterview and the individual interviews

took place in a private office in the school. Theerviews were recorded after permission
had been granted by the participants. My intenti@s to explore the perceptions of the
participants about the improvement of the culturdearning and teaching at the school
after the initiation of Project Punctuality (Gogl as well as their experiences of the OD
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process (Goal 2). Two of the interviewees werehggcstaff, one of whom was from the
SMT, and the other three were students. The stadeerte purposively selected because of
their skills in communication. | considered thene timost likely students to be able to

articulate their answers with confidence.

3.5 EXAMINATION OF DATA
The initial ‘prouds’ and ‘sorries’ were coded anmdgped under four categories (see 4.3.1).

This was done with the assistance of the electadbmes of the school. The interviews for

the SDF were also categorised and a summary was afdle information (see 4.4.1).

After the implementation of Project Punctuality amalysis was made. This was done by
comparing descriptions of the school on my firditvio subsequent visits as well as data
collected from the interviewees. Observations idetli the numbers of learners lounging

outside classrooms and playing soccer in the yaettsre and after the implementation.

The recorded data from the interviews were trabscrin full and given to the participants
to verify before being used in the data chapteesehdata were analysed with the specific
intention of gleaning answers to the progress ef@D intervention and to establish if the
individual had perceived any changes in the cultdidearning and teaching at the school.

3.6 ETHICAL IMPLICATIONS
Permission was sought before | carried out anyvetgion. | had a letter of authority from

Rhodes University asking to be allowed to condesearch in the school. Although the
principal was reluctant to get the interventiorrtsié he warmed to the project afterwards.
All the staff present at the workshop gave theiittem consent to the intervention (see
appendix C).

Pseudonyms were used when referring to the scho@ng of the staff members or
learners. All the interviews were conducted on mwniary basis and the participants were
able to verify the information collected before ppedition. In the case of the teenage
participants parental permission had been grarmietheém to attend another workshop at

the school and this included consent to be intereteafterwards. No one was pressed for
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any personal information that was not readily footiming and nothing was printed without

prior agreement.

3.7 VALIDITY
According to Arksey and Knight increasing attentigsnbeing given to the eliciting of

children’s views and experiences directly. Thergrsater evidence to show that children
are capable of providing worthwhile data from anyeage (Arksey & Knight, 1999:115).
Although the young adults involved were on averad@gears of age they did provide some
very insightful information. The adults had simitgsinions (see chapter 4) and along with
my journal entries the data produced did provide with some kind of in-house
triangulation (Wellington 2000:73).

3.8 LIMITATIONS OF METHOD
Time was a major limiting factor for this resear¢he research had to be completed over a

period of six months which is quite restrictive fan OD intervention. The process of
change can be long and although significant chamgse achieved initially it was not
sustained. The lack of sustainability needed tankiestigated further but was beyond the

scope of this research.

3.9 SUMMARY
This chapter described the paradigms or framewbdtsse to work in. | then presented

the methods that | used to carry out my research discussed the ethics and validity
thereof. Included in this discussion are the litotas that restricted my research. In the
next chapter | present my data in a narrative ftmgether with the analysis which will help

to provide clarity for the reader.
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CHAPTER FOUR — DATA AND DISCUSSION

Let us think of education as the means of deveajopimr greatest
abilities, because in each of us there is a privatpe and dream
which, fulfilled, can be translated into benefit &veryone and greater
strength for our nation.

John. F. Kennedy.

4.1 INTRODUCTION
In the previous chapter | outlined the methodolbgged in conducting my research. In this

chapter | present a narrative account of my intemaavith the school using the model of
an OD intervention. The data include some of myrpal accounts and these will be
interspersed with interviews and comments madetaff and students at the school. |
analyse the data as they are presented and thiddshelp the reader to gain a clearer
understanding of the participants’ experiencesairrying out the intervention. | describe
some further opportunities for change that aroger &he intervention. | conclude by
summarising the effect of the OD intervention. intoent on its failure and successes and
make some suggestions about how the school couitince to benefit from OD in the

future.

Figure 3: The school

4.2 ENTRY
A Head of Department and personal friend of minéhatschool approached me with the

suggestion that AcadiaHigh School would welcome an OD intervention. Heew the

2 All names have been altered to provide anonymity
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school was having difficulties and had heard ab@DR and thought that such an
intervention would help them. He made an appointnfi@nme to meet with the principal

on March 9, 2004 at ten am. This was to be my ¥irst to the school and | had a letter of
authority (appendix D) from my supervisor at Rhotesversity asking for the schools co-

operation in carrying out a survey data feedba&¥{Shere.

At the meeting Mr Khoza, the principal, perused léteer very carefully and explained he
would not be able to give permission without therapal of the senior management team
(SMT) that would be meeting the next day. | imméagliaoffered to present my case to the
SMT personally and so made arrangements to mebttivéim at two pm the next day. |
chatted to him about OD explaining how it shouldaive all the stakeholders of a school.
He said he understood why that would be importarit He would only want to have
teaching staff and perhaps some School Governirty B8GB) members to be involved at
this stage. The learners could join the process.lat

4.2.1 SMT Meeting

Mr Khoza was taken ill shortly after my visit with suspected heart attack. The deputy
principal, Mr Nda agreed to continue with the SM&ating to hear my presentation. There
were five members present, three females and twiesma outlined my plans for the
introduction of OD and briefly explained what SD#volved. | asked them to arrange a
meeting with the whole staff and some SGB members.

During my presentation the three female staff membemained silent only the two male
staff asked questions. My contact at the school Skikll was very keen for me to proceed
as he felt it would be “very beneficial to the solicand Mr Nda (who knew a little about
OD from his studies at RU) was also interestedfelte“the school was ready for such a
procedure”. | asked the ladies if they had any tjoles but only the deputy principal, Mrs
Pils answered saying that she would “go with tleavil There being no objections they
decided to allow me to introduce OD to all the fstadd representatives of the SGB on the
March 16 at 1pm. It was understood the principaudddoe away for some time having
been diagnosed with stress related symptoms ait $&da assured me he would confirm

the date no later than March 12.
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4.2.2 Delays
On March 12 Mr Khoza was discharged from hospital eeturned to school March 15. My

meeting with the staff on March 16 was postponee ©wua memorial service for a local
headmaster who had just died of a heart attadpdatedly requested another date but was
unable to persuade Mr. Khoza to make a firm comenitml asked Mr. Nda to intercede for

me and he succeeded in securing a meeting for Mg@oh22 at 1pm.

At 4pm on April 21 that meeting was postponed bwiak given the definite date of April
26. April 27 was a public holiday and many losahools were taking leave on theé"26
create a long weekend. It was anticipated that nstngents would not attend school that
day and so the OD presentation would not causeriech disruption. 44 days after my
initial appointment | was finally allowed to pre$é&D to the staff.

Comment

Mr Khoza and the SMT are the gatekeepers of theadd@nd a key factor to consider when
planning change. According to van der Merwe anycess of change that lacks the
managers’ support and commitment has a very sliamad of success (van der Merwe, in
van Deventer & Kruger, 2003:46). Without their ihve@ment the sustainability of change is
difficult. French, Bell & Zawacki also find it impative that top management lead and
actively encourage the change effort (French, @bhwacki, 2000: 26).

There were only two SMT members who appeared tactigely interested in the process
but | was not to be deterred at this stage as Istiido introduce them to OD. Mrs Pils’

comment about “going with the flow” was not reaflypportive but as a black woman it
could have been part of her culture not to objécngly when the men of the SMT had
already approved the procedure. | did not realighetime how important it was to have
Mr Khoza's approval. | later discovered that Mr Ndaecision to go ahead with the
meeting in the absence of Mr Khoza was an unusc@lreence. Meetings were usually
cancelled if Mr Khoza could not be present.

4.3 CONTRACTING
Seventeen of the thirty-eight teaching staff memlvegre present at school that day (April

26) for the SDF workshop. Of the absentees somddiah a day leave and five were at a
workshop for HIV/AIDS. No SGB members were presgri-one had invited them) and
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the ancillary staff were too busy to attend. Therders who had arrived that day (there
were no registers taken but it is estimated thdy two thirds of them came) were sent

home at 10am.

Comment

Although 24 teachers had turned up that day onlersieen came to hear about the OD.
Because the SGB members and ancillary staff hadeen invited | was disappointed but

at that time | thought seventeen willing particifgawas a good number of teachers to begin
with.

4.3.1 The Workshop
| started the workshop with a brief introductionwafio | was and where | was from and

then put up a poster of the planned agenda fowtrkshop as follows:

e Introduction to OD

» Contracting

» Discussion groups

e Tea

« Comments on issues raised
» Voting for representatives

+ Date for feedback

| introduced OD with a cartoon about change and havokes fear into us all (Appendix

E). | explained that OD was a processl#inned change and so less fearful. | outlined a
brief history of OD and how since the time of thdustrial revolution managers have been
trying to make the most money by using the leaftrief They have used engineers,
psychologists, behaviourists and sociologistsrglhg) to make us become more efficient as

workers.

| displayed another cartoon, this time the ‘fales@bout chickens working for chicken feed
(Appendix F).

| described how OD had started in industry in tle5Qs and then moved across to
education in the early 80’s. How education is retegd as being different from other
organisations in that it requires a more human @aagr. Education involves learners and

teachers not machines and products.
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| went on to say that education has been the nedstred of all institutions and although
change had been planned by some ministers somevdasigers were the ones responsible

for implementing those changes.

| displayed a cartoon of a frustrated teacher (AppeG).

| asked them how we are expected to keep up wlitthelchanges and went on to describe
how 60% of people change only when there is a sudikaster, 20 % evolve and slowly
adapt to change but only 20% will actually plan évange. | told them that OD helps
people to plan for change.

| informed them that OD recognises unless the medping the work have a voice in
planning the change it will not work. With OD thees actually doing the work are the
ones who will choose what to change and faciligatie myself will help them find ways

to make the changes.

| told them that if they decided to continue witte orocess of OD, | would be able to offer
them some specialist training in teambuilding, sieci making, meeting skills, constructive
confrontation and any other skill they might requiralso told them it was a myth that only
specialist people can learn these things becausadsers they practised these skills daily.
| went on to explain the procedure for OD and tteps involved in any change process.
There are seven steps: Entry > Contracting > Disign® Feedback > Action Planning >
Implementation > Evaluation. Today we would only @® far as the contracting but we
would carry out an SDF exercise in order to broamlyline some issues for diagnosis.
They would then elect a team to carry out furtimedépth data gathering using interviews
before confirming the diagnosis and feeding it baxkhe school. After that they would
have to decide what to do with the informationtréssed that there were no ‘bosses’ in this
process that everyone was equal and they had dostime common ground, a shared

vision. | also stressed that the process needé@dthst and faith that it could work.
| empathised with them about how change is exattgulinciple but we find that in practice

many of us try to avoid it. Change is often asdedavith loss; loss of competence makes

us feel insecure. Outcome Based Education (OBE) rmade many of us feel like
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beginners. Change creates confusion, it is unpis@ude and many of us are looking for
stability in our lives. Change can also sometinasse conflict.

| told them that OD facilitators are trained to eapith many diverse issues or challenges
and that | hoped to have persuaded them that ODwias their school needed to help
them cope with all the stresses of the changesatkdtappening in education today.

| displayed the Far side cartoon of a ‘full brajAppendix H).

| opened the floor to questions and issued cogidseocontract (Appendix C).

Only one teacher questioned the procedure. Hehaltthere was nothing that could make
the teaching situation improve for him until “thevgrnment provided more resources and
reduced the class sizes”. Other teachers askeddfdiscipline problems could be solved”

using OD. | emphasised that | was not there toesploblems but to help them find their

own strategies for bringing about change. | reatied that OD was a process of planned
change involving all the stakeholders and it igiof& long-term process. Any change would
come from within the school and it was up to thendécide what needed to be done and

how to do it.

| then left the room whilst they decided if they wla like to sign the contract. | returned
within three minutes to find there had been a umans decision to continue with the
workshop and so | proceeded. | distributed fliprtipaper to each group of three or four
teachers. Each piece of paper was divided intowitlo the headings ‘prouds’ and ‘sorries’.
| asked each group to think of at least two thithgd they were proud of in their school and

two things they were sorry about.

After twenty minutes the papers were collected thedparticipants were invited to have tea
whilst | perused the papers looking for correlasiomthe data. At this time | requested that
two members be nominated to assist me in the it@rprocess to take place after the
workshop. Pieces of paper were distributed and eammber was asked to nominate two
people. In all thirteen people were nominated amdod those one name had a majority of

votes (nine votes) whilst two others were equabsdc(seven votes). Rather than take
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another vote | asked if it was acceptable to tlwugrto have three representatives for the

team and they agreed.

The six pieces of flip chart paper with the ‘proudsd ‘sorries’ were put them up on the

wall. The groups were able to compare each otlersments and | was able to point out

any correlations.

The following table represents what was written dow

PROUDS

SORRIES

| feel good about going to class

| manage to make learners want t
learn

Good results — improving the
quality of our results

All the structures such as different
committees; RCL, SGB, etc putin
place

Democratic management of the
school

Good relationship between
educators, parents and learners

Discipline of educators and learners
DEducators getting demoralised becaus
of:
= Many changes at same
time
=  Problems not properly
addressed by the
department
» Learning material not
arriving / or arriving late
= No supply of materials to
centres such as library
and woodwork
=  Computers not enough;
not being serviced,
resulting in subjects such
as compu-typing not
being offered any more
» Not receiving training to
keep up with new
developments in
education

Academic results — school

RCL structure

SGB structure

Capable educators -> curriculum
content

Communication strategies

Planning

Policy and implementation — gaps and
lack

Sport development and cultural (extra
mural)

Team spirit

Quality of academic results

Computer lab. - > Resources

Il disciplined learners

Low morale — teachers and learners
Co-operation (effective) of all
stakeholders
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OBE introduction ->training

Proud of the children Failure to_acto solve problems

Some dedicated teachers Lack of discipline in general (teachers
and learners)

Management don’t manage

Best results in matric Learner behaviour is sometimes a
United staff members, that relates problem
very well Big numbers in class — difficult to teach

Healthy relationship, co-operative| (individual attention)
& hard working

Infra-structure (buildings / physical)Lack of discipline among staff and
Relations among staff learners

Management (weak)

Lack of resources

Constant indecisiveness on the part off
the department

Results — quantity not quality Insufficient equipment in laboratories
Co-operation among the staff Most of the computers in computer
centre are out of order

Deterioration of discipline amongst
learners

Late arrival of learners material e.g.
textbooks and stationary

| brought the workshop to a close by explaining twieuld happen next with the

interviews. The team agreed to meet with me onlA&%&iat 3pm to discuss the data and to
formulate questions for further more detailed miwns about the above findings. It was
agreed that interviews would take place on ApridB@ing any free time the teachers might

have at school.

Comment

The purpose of an SDF is to systematically gathtarination to be used as a basis for
diagnosis, problem solving and planning (SchmucRunkel, 1994:29). It has become the
most frequently used OD design because it fits wat the OD philosophy of sharing

power with participants at all stages of the ODcpss. It is particularly effective where the
facilitator wishes to take a low profile (SchmuckRunkel, 1994: 75) as | did with Acacia

High School.

The SDF workshop was described by some participasitthe ‘best workshop’ they had

ever attended. This was because they had been &skedually take part in discussions

and present their own views in the ‘prouds’ andries’. Many workshops that teachers

50



have attended recently have been training prograniarehe implementation of OBE. The
workshops were organised and run by the DoE armh@dince was compulsory for the
teachers concerned. They usually consisted of sulg@visors passing on instructions
and/or content from their supervisors with littlederstanding of the implications for the

teachers who were treated as passive recipiengs onl

This was an OD workshop and the participants wédoevad the opportunity to discuss
matters that really concerned them. OD encouragdisiduals to express their opinions
openly and each one is valued. The teachers’ quesstfter the introduction of the SDF
were centred on OD solving problems of school sgstsuch as discipline. The teachers
seemed to think that OD would introduce generiaitsmhs to generic school problems.
They had not yet reached the understanding thae@powers people by self-study and
analysis to find their own solutions. It was no#ibke from listening to the teachers that

they valued being able to voice their own opinions.

4.4 DIAGNOSIS
The team met on April 29 to discuss the data cwtb@at the SDF. We examined the

‘prouds’ and ‘sorries’ in greater detail, codin@mhm and dividing them into four categories:

« Management
» Discipline (both teachers and learners)
e Education Department

- Lack of resources

The information provided insight into the problemsisting at the school and we now
wanted to find the underlying tensions that wengsgay these problems. In the ‘prouds’ the
staff agreed that they had good relations with esbkr and the learners. Some were also
proud of the academic achievement of the lear@@ne group was both proud and sorry
about the learners’ results and another proudehtimber of passes but not the quality of
them. One group said they were proud of the dentioareanagement and structures in the

school such as the SGB.

51



Each group had mentioned discipline as a problemd,there were thirteen ‘sorries’ that
could be attributed to management. Five of thegsoups were sorry about the lack of
resources and recognised the Department of EdacdDmE) as responsible for this
situation. Although these constraints are a mapotributing factor to the problems facing
the school they are external influences on the@cdad therefore beyond the focus of this

study.

Comment

The problem of lack of resources falls under th&@od until their own capacity building

programmes develop competencies and capabilitresffective management of districts it

will continue to be a problem and one which theostitan have little influence over. The
team therefore decided to focus the interview goeston discipline and management at

the school. These were the internal issues whiclcQIld try to help resolve.

At this early stage of the data gathering processfeit that the staff might have been
reluctant to discuss issues openly, especially WiehSMT being present. We hoped that
during personal interviews we might get people ¢onfiore candid and provide details of
the issues surrounding discipline and managemeantitbuld hopefully point the school in
the right direction for change. The issue of acdadeesults appeared to be contentious but
most of the teachers seemed to recognise thatastimat the school had dropped. The
team felt it was good that there was such congeidetween the data as it made it easier

for them to focus their attention on the two issokediscipline and management.

The interview questions

The team discussed the questions that should edréor the interviews and the following
questions about discipline and management was égigan. They also decided that it was
important to continue with the interviews the nday in order to maintain the momentum

of the exercise.

How long have you been working at Acacia?
What is your role here at the school?

Do you feel your talents are being fully used?

A

Discipline among the staff and learners was a comteorry” Can you say

what it is about the discipline that is a problem?
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a) With the staff

b) With the learners

5. What would you do to help solve these problems?

a) With staff

b) With learners

6. Management was also identified as a sorry. Whataiothink are the main

problems with management?

7. If you were part of the management team what wgalddo differently?
Comment
To get an idea of participants’ experience at thesl we felt it important to ask about the
length of time they had been there. The team rasedrthat the staff that had been there
longer may have different views from newer staffrmbers. Also the length of time a
teacher has taught is likely to have an impact isnon her opinions on discipline and
management. The question relating to their taleais raised because the team felt that the
issue of delegation and responsibility should bplaed, as they were aware of staff

members who had administrative skills that werebsing used.

Asking for the interviewees to come up with solosowvas felt to be a very important part
of the process. In doing so we were hoping to engpoiue staff to solve their own
problems. This is an important principle of OD sinwve are more likely to carry out

decisions we have helped to make’ (Weisbord, 1997:8

4.4.1 Interviews
| arrived at the school at 7:40 on the 30 Apriltime for the daily morning staff meeting.

This appeared to be a very haphazard set of anemends and the few staff that were
there seemed inattentive. | advertised my presanderequested that anyone who would
like to be interviewed should try to see me or ohéhe team. Between the four of us (the
three nominated representatives and me) we martageterview twenty-one people that
day, eighteen teaching staff and three securitetakers. Others were too busy or did not
wish to be interviewed. The interviews were voluptand took place in the staffroom or
the teachers’ classroom. OD respects the rightsgdnisational members and no pressure
was applied to coerce anyone into participatingo eachers who had not attended the
SDF were interested in the procedure and afteried brplanation of what had gone on

agreed to be interviewed.
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The following data were collected from the intewse

Discipline problems with teachers

Most of the teachers are good but there are sdmee(to four, or
up to seven) who are not.

The main problem seems to penctuality especially period 1 and
after break.

Absenteeism for various reasons, but even when deawhers
are present they fail to go to class. Some arrate bnd leave
early. Also some are not teaching when they anethe

There is a poor work ethic, staff do not complyhwttecisions
made at staff meetings, and some show no respearde
authority particularly those protected by the usion

This is an English medium school and a lot of teasheach their
subject in Xhosa.

Many are not involved in extra-curricular activitijdor some their
personal studies are affecting their teaching.

Generally some do not have the learners’ intergsteart, some
discriminate between the learners and some havaaoepted the
modern approach to education and may still use ocalp
punishment.

Some do not co-operate with the non-teaching stadfy litter and
if they take chairs outside they leave them there.

There is a general demoralisation of the staff.ciwhs resulting in
a lack of trust and a loss of self-esteem.

Suggested solutions

There has to be accountability, records must bé degttendance
— union members also need to be accountable. Astoild be
taken against persistent offenders.

Staff need to be committed, they must practice @edfuation and
comply with decisions made by SGB, staff meetingd she
union.

Staff should co-operate fully and help support eatier and
unite in their methods of dealing with students.

The principal and the staff should all be good moledels for the
learners; they should not be authoritarian but tbymotivate
students positively.

Non-teaching staff should have a representativenetings to
answer any questions and prevent misunderstandings.
Meetings should be planned in advance, there shbelda
timetable prepared at the end of the year with mggetand exams
etc.
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Comment

The data collected from the staff gave a clearetupg of the discipline problems at the
school. The teachers seemed very aware of the ks¢hsimortcomings and although
unwilling to name names they knew exactly who was Ipehaving in a professional
manner. This was a very encouraging situation egdehchers had not only identified the
problems but had also thought about the solutibrealised that this must be a great source

of frustration for them.

They would also like to have more staff involvedactivities at the school and become
better role models for the learners. Timetables mweetings should be planned well in

advance. As one teacher explained to me:

Teachers are unable to plan well for their lessamshave our syllabus
outline and we know what we have to teach but wengtaplan for the
week ahead as the school is so unpredictable. Mgsetire called, lessons
are shortened or lengthened, some group comes andgwants to
address the grade nine girls or the matrics ga fweek to a maths course
the choir has to practise for a function. Nonet @§ planned in advance —
you just arrive at school to be told today such amch will happen and
you just have to get on with it. If you try to colaim you only end up
frustrating yourself and so we just learn to accept

Mrs J. and Mrs Mat agreed: you will only give yaelfstress and it is not
worth it — you will never change anything so justept it.

They also felt that it was up to management toigast disciplinary proceedings for any
professional misconduct. The question has to bedskhy the school is stuck in this
situation and Acacia may be one of the ‘trappetiosts referred to in chapter two (page
12). The apartheid system bred compliance withaiuthand many teachers feel unable to
challenge the status quo. This suggests that tpenmenic nature of the system has changed

little in the new South Africa and it still exeiits influence.

Discipline problems with learners
e The main problems seem to be with absenteeism anctymlity,
especially for period one and after break. Learrdten bunk
lessons and their behaviour since the removal apaal
punishment has been arrogant and demanding.
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* The classes are large and this leads to probleth® iolassroom.

» They do not take their studies seriously, quiterothey do not do
their homework or class work and they do not seepate.

e They do not seem motivated to achieve the best heir t
capabilities, and have a lack of respect for aluthor

e Generally there is a poor culture of learning.

e There is a problem with drugs (dagga — not cocane)drinking,
not too big but increases during evening functietts

« Some learners’ behaviour is destructive; some iwth their
grandparents, or have violent parents and so Hreudti

* The code of conduct for learners is not adhered to.

Suggested solutions

* If the teachers are in class the learners will deso Discipline
procedures need to be followed, and action showdtaken
against persistent offenders. SGB should deal yinuith them.

« There has to be more communication between parants
teachers, perhaps the social workers or even g§ehmepartment
of Fort England (local psychiatric institution) sha be called in.

 The learner’'s proficiency in English needs to beprioved,
perhaps by extra library periods. Maybe need aalite campaign
for parents as well to improve learning.

« Students should be mentored and be able to diptabems with
teachers.

A team of teachers could be responsible for patglcertain
areas in the school. The principal should be mdsi#le around
the school.

« There needs to be more cultural and physical devifor the
learners, challenge them more. Set goals for tieynto develop
a strong culture of learning, get the RCL involvadd train them
better in leadership strategies. Motivate with pesi
reinforcement — certificates to boost self-esteem

Comment

Once again the teachers recognised that many girtdiems the learners had were related
to the teachers’ behaviour. There were also sagsales to contend with but no serious
crimes involving guns or so called ‘hard’ drugs.eThkeachers also wanted to see
management take firmer action against studentswsdre disruptive and help provided to

those in need. The provision of extra-curriculativéiees is also an important issue for

some as they saw it as an important part of theéea development.
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Management Issues

The management team is well-balanced in the séaseltiere are
some strong and moderate figure-heads in the seraoagement
team.

There was a general feeling from the members ofehehing and
non-teaching staff that there should be a planrang vision
statement created by the whole school, collectivgB, RCL,
teaching and non-teaching staff and management)

The interviewees complained that most of the timeetings were
held; decisions were takdiut were not implemented. This led to
discussing the same issues over and over again.
Management is not attentive enough to the staffi®ead ideas
Some teachers complained that when teachers watakéothe
initiative and help learners in extra-mural actest they are not
supported by management. - It may be moral suppophysical
in the form of transport ....

They also regretted that teaching seems to beotaghe list of
priorities in the school.

Grade 12 students were often taken away from teadbe
different workshops, which then prevents teachens f
continuing with their syllabus.

There is too much noise outside classrooms whictvegmts
teaching and learning

Lack of delegation

The majority of teachers interviewed were unhagpyua the lack
of collective management. They would like more deratc
decision-making as well as more delegation. Eaabhter should
be responsible for a class, an activity or an issleging to their
role in school life. The teacher should be allodaespecific task
and be allowed to implement decisions as well agite follow
up to the staff in regular meetings.

This would hopefully develop a sense of togethesnes/nership
and responsibility towards the school.

Solutions:

Outcomes should be published and put in the stafhrand
communicated to the SGB.

Planning: the teacher’s timetable should be putiruphe staff
room, then it can be seen who is free and who shioellwhere at
any given time

There should be a calendar of events along witlarsner

The names of the HOD’s and teachers should be ayiegl
showing who is responsible for which classes.

A code of conduct and disciplinary matters showdol display
in the staff room

There should be a reward system, and form of aggrdor
learners.
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Comment

There was a lot of frustration from the staff abtht management and their failure to
implement decisions. Meetings were described ag tmwn out affairs where the same
topics were discussed again and again, no minuées kept and so the staff felt meetings
were a waste of time. There was a lack of delegatind because of this no one is
accountable for any task. As was noted in chapter(see 2.1.1) many untrained principals
see themselves as administrators who are in chairgeverything at the school. The
security/maintenance staff said they were able rigamise their own work under the
previous principal but now have to await instruciofrom Mr Khoza before doing
anything, even something as simple as replacingpa loandle.

Mr Khoza has no formal teaching or management ficetiion but he has been attending an
‘Imbewu’ project together with the SGB teacher sgantative. The project is providing
them with training in methods of school improvemetis part of the ‘Whole School
Development’ plan mentioned in chapter two (see42.4The only thing that appears to
have come out of the project so far is a visioreérgrcise three years ago. A day was spent
with members of SGB, staff and community and whal$tvo-page document was produced
it has never been looked at or referred to singgpéhdix 1). Hence the comments above

about needing a visioning exercise.

Figure 4: The school emblem (Harrier)

School Motto: Education is knowledge with wings

The Employment of Educators Act (in ELRC, 2003: @&¥cribes the role of the principal
as someone who ensures the school is managedastigyy in compliance with
regulations and to promote learning in a propermaanH/she should provide professional

leadership and supervise the work and performahed staff. Policies are there guiding
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disciplinary procedures but according to some $thfkKhoza seems reluctant to engage in
anything that may result in conflict or make hinpopular with both the DoE and the staff.
He values his relationship with staff but contiydhils to confront issues. According to
Evans principals who do this are crippling theimaaistrative credibility and any effort to
improve the school (Evans, 2001: 276). A habitahpromise is also said to sap a leader’s
integrity (bid: 278).

In his interview Mr Khoza told of how in his firgtear as principal he had been held
hostage in the school by the grade twelve’s oveligbue of their farewell dinner dance. He
had also experienced difficulties with SADTU andsvedraid of the powerful position they
held in the school. Union meetings are held dusaigool hours and take precedence over
school activities. The Interim Management Team (JMEport on the Eastern Cape
confirmed the extent of control that the unionséaver the education system and how
they have been involved in most senior positioroagments (DoE, 2004).

Requests from the DoE were also given prefereneeteaching and learning at the school,

giving support to the notion of compliance mentibearlier.

4.5 FEEDBACK
Whilst awaiting an opportunity to present the fesxdbsession | was informed one morning

at 9 am of a cancellation of an OBE meeting that alad was asked if | could meet the
staff at 1:30 pm. | agreed. | had hoped for a fudkaff meeting but once again there were
the faithful seventeen staff, | presented the mfmron for discussion and ensured everyone
was given a copy of the findings. There were camstderruptions during the presentation,
(The door squeaked every time it was opened andests kept interrupting staff by
returning keys or giving messages and people ealked amongst themselves). This was

very distracting.

After completion there were a few questions, whietl to some discussion about the
validity of my research. | was asked why | had ehmbe a more quantitative survey such as
a statistical analysis of how many had complaineauathis or that, which some thought
would have been more beneficial to them. | explaitmat this was not quantitative research

about numbers but rather qualitative to discoveuaes and it did not really matter how
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many were having a problem but only that the probéxisted. A few staff also expressed

their embarrassment at seeing their problems wrdtavn.

| went on to remind the staff that this was a pnaliary stage in OD and that the next step
would be the ‘situation, target, path’ (STP) inwgation (Schmuck & Runkel, 1994:53) or
as in the whole school development the ‘now, woow'H explained that we had found the
‘now’ or situation and that if they would like me we could continue with the process and
offered to facilitate workshops in any area thaytltonsidered necessary. | told them |
would be able to assist them with meetings, const@l confrontation or that | could
arrange for special training workshops. The priatifhanked me and then informed me
that he would discuss the findings with the staifl é&et me know if they would like me to

contribute further.
Comment

Once again despite there being 38 teaching stafffeaschool, less than half of them turned
up for the meeting. Although absenteeism is carsid high in the school it is usually an
average of three to four people off sick or awayofiitial business at any one time. Some
teachers appeared to pay little attention to thep@gess and even during the presentation
the fact that they talked amongst themselves shawadk of interest in the findings. Some
were once again embarrassed to see their problgpesed in such a manner but were
optimistic that perhaps now something would finddé/done. There was no obvious malice

or name calling involved and | felt that this wagasitive sign.

4.6 ACTION PLAN
The SMT, which consists of the principal, two degsitand three heads of department, had

a meeting (May 11) to discuss the findings of tB#-SThey decided to use the data to start
a process of improvement in the school via a coliative method with the whole school.
They chose to address the problem of attendanas. discussed the issue in a general staff
meeting, and then each register class teachersdisdiuthe issue of attendance with his/her
class. The class representatives then met togethéhe student representative council
(SRC) and then the president and deputy of the 8RCwith the SMT and a strategy was

agreed together.
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A democratic process did appear to have been feliote produce the action plan for the
school. After a church sponsored workshop had takace in August (see 4.9.2) | was able
to carry out in-depth interviews with some teachend learners and this helped me gain
some insight on the process. Of the sixteen pemm@sent at the workshop the following

five were selected for interview:

Ntombi — a sixteen year old female grade eleven learner

Yaya — a sixteen year old male grade ten learner

Dudu — a seventeen year old male grade eleven learner

Mrs Pils — a 50 + year old deputy principal, single parehtone.
Experience: teacher for 15 years and deputy prahégy six.

Teaching subject: English

Qualifications : BA Hons — presently studying ACadtish

Mrs Shali — a 45 year old teacher, widowed mother of fodinree step-
children

Experience: teacher in Zambia, UK for 20 years

Teaching subject: Art and English

Qualifications: BA Art + PGCE — presently studyiAGE English

| asked each interviewee about the decision makiogess for the action plan:
Ntombi andYaya both said they were involved in the decision mgkin
process

Dudu however felt that the teachers had made up theirminds first as
to what was to happen and then they told the stadenat was expected
of them.

Mrs Pils said everyone was involved. It was very much ap@maering
process because we were united.

Yaya who is also a member of the RCL explained it wélen he said
being involved in the decision-making did help taka it work because
if we were just told it would cause a lot of chaBscause what are these
rules? Where did they come from? But now everyoase involved with
these rules and so it does work because everybadie inese rules and
so they can live with them.

Comment

Mrs Shali had the same opinion about the proce€3uds but as a part-time teacher she
was not always there for the morning meetings. Was she a class teacher and so would
not have been involved in the preliminary discussiwith learners. Dudu was often absent

from school and so it is possible that he had rdisgseme of the process too. The SMT
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assured me that the procedure was a democratioallysive one and as Yaya points out
they can live with the rules because they made them

4.6.1 Project Punctuality
The school decided that they wanted to take a $tiand and get teachers and learners into

class on time with teaching taking place. Teacheér@dass registrations were taken and the
school gates locked at 8 am each morning. The cigm®sentative would carry a class
register, which each teacher had to sign, andttieneport was to be given to the grade co-
ordinator at the end of each day. They called iibj&ct Punctuality’ (PP) and felt that it
would help bring back some discipline into the sthand provide an atmosphere
conducive to learning and teaching. They wanteddlcentrate on one issue and get it
right. They also hoped that if the discipline wastiack then other things might follow.
Comment

The interviews after the SDF had revealed thatehehers felt that if they all got to class
on time the learners would too. One of the genesaiplaints from almost all interviewed
was the ‘chaos’ that ensues when teachers aratdiss. One absent teacher means forty
possible learners wandering around the school darsi often shouting to friends and
generally disturbing teachers in class trying ke More frequently there are three or four
teachers missing and this means up to 160 leawserdering around, playing soccer or just
being generally noisy — chaos! If the teacher mside classroom tries to chase the

unsupervised learners away then she runs the friisrupting her own classes.

PP was seen as a positive start to reversingitbetisn. A substitution timetable was also

to be drawn up so that no class should be leftomitla teacher. If the teachers were in
class that would mean no learners would be lefttended and so there would be fewer
disruptions and therefore teaching could take pl#icevas also decided that a timetable

should be placed in the staffroom and then it ctneldseen who was legitimately there in a
free period and who was bunking. The fact thatnesavere being kept meant there was to
be accountability. Teachers and learners would &ked down as present or absent. Even
the register being kept at the daily briefing wasno the staff. The management team also
patrolled the school corridors between lessonsotk lfor stray learners and to ensure

teachers were in their classrooms.
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Project Punctuality started May 17 2004. The réibeghe project were distributed to each
staff member (see Appendix J)

Effects of PP
By the beginning of June the school seemed to 8éferent place and learners, teachers
and parents were commenting on the changes. Thenving extracts were taken from

interviews with the participants of the church spamed workshop:

Ntombi I thought it was the best idea ever! It changedsttteol totally.
The first few weeks that it was going on it wasgsoet you could like
hear yourself breathing and going to the toilet ymuld hear your
footsteps echoing down the corridor. My mum waskwngl past and she
said ‘was the school open today?’ And I'm like yeedw and the people
used to say like our school was not disciplinedugiioand now they say
that change has been happening and it's a goog thin

Yaya | am the class rep. For my class and we were gpagers and we
used to mark the absent learners and every leksoteacher would sign
and at the end of the day | would give the papenyoclass teacher. We
had to get to lessons quicker it was good.

Dudu It did make the classes better but the main probhlams being
locked outside the gates. | mean if we could beudpnd in and given
punishment it would be better. If you wake up kaber will say what is
the point of hurrying, as you will just be lockedtside and so you stay in
bed. Teachers don't get locked outside they cam@low send messages
but the students cant do those things so they thiskunfair

Mrs Shali enjoyed being part of the PP as | am one of thehiers who
has been teaching for so many years and on topabfittis something
which is not new to me, to have such organisatidiked the way we
carried it

Mrs Pils felt very much happy to be involved in PP becauken things
were not going well | was very much frustrated. Nawven the project
was introduced it was better. Even the communitytside they
commented that the school had changed. Peoplé&elchiange because it
brings happiness

Other teachers also said that PP was great; theydfthey were able to teach. Mrs J. an
English teacher very quietly spoken and of slighitcbhad always struggled to make her
voice heard above the noise of learners playirtpenyard. She was very pleased with the
PP and said she was able to make much better geogiigh her students. Mr X. said that
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he felt compelled to prepare better lessons a® twas an air of greater expectancy from
the learners.

Comment

To many people arriving on time and getting to €lasd actually teaching are part of the
normal life of a teacher. However the culture omsotownship schools has historically
been one of disruption and lack of accountabilityvas noted in chapter two (see 2.3) that
on average these schools lose 40 teaching dayaraMe Zac noted, “At Acacia | would
not be surprised if it were more like 70 days”. $4ed:

Teaching never starts on time at the beginninghef year, there are
always class lists and timetables to be preparemeSteachers are
missing. At the end of each term there always seenig tests and so
teaching time is lost again. Say about five daythatbeginning and then
twelve at the end by four terms that’'s 68 already.

Mrs J agreed: we lose so much teaching time as ttemexams the
learners only come in to write and then go homeanliwe have the days
we close early due to meetings. They might tell yaaay it is day nine
not eight because of such and such and then esstnlés to be shortened
by 10 minutes and then Zanzi (secretary) forgetsng the bell so we
don’t know where we are — it really is chaotic stimes.

Out of 198 official teaching days per year this Wolbe a loss of more than a third of the

contact teaching time. The main reasons for thgs lare exams, absenteeism, union
meetings, funerals and memorial services for conityunembers. When the exams are

over the teachers are busy marking and so no lomggrare lessons and once again the
learners will not bother to attend. The beginniigesm shows a similar trend as some

learners say “the teachers are still marking aniingr our reports and so they are not

teaching us anything for the first few days so whguld we come?”

As noted in the problems of discipline with teacherany are placing their personal studies
before school responsibilities. This leads to #iber incongruent situation where teachers
are being trained to improve their teaching methmasin fact their teaching is suffering.
At Acacia this year there are sixteen members aff stoing further studies. There is a
requirement by the South African Council for Edacat(SACE) that by 2005 all teachers

in high schools have a degree plus a teaching fopadion. Many teachers who trained
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during apartheid only received teaching diplomasl amost of those are teaching in
previously disadvantaged schools. Also with theorhtiction of the new learning areas for
Outcome Based Education (OBE) some teachers hawbteghfor the Advanced Certificate

of Education (ACE), which enables them to learn temching methods along with the new

subject content.

At Acacia there are nine teachers involved with A& five taking honours courses at the
University of Port Elizabeth (UPE). Because SACEs haquired these upgrades the
teachers feel justified in missing school. At thegimning of term three the five attending
UPE were away for two weeks writing exams. During same time five teachers were at
an ACE course for three days and there was a HIVéANorkshop that was attended by
three other teachers. On top of that the DoE h&drmtinuous Assessment (CASS) training
workshop for four days starting at midday. Alonghnthe daily gamut of illness and family

commitments this made teaching at the school dweset particular two weeks extremely
difficult.

The PP had stated that any teacher going away &Healle work for the learners to
complete. A substitute timetable was made andldsses were supervised. In early August
when so many teachers were absent this became sibf@and the teachers who were not
studying or attending workshops understandablyvgoy frustrated with their colleagues.
The postponement of PP during this time was unaadé] the management was unable to

cope with so much absenteeism.

4.7 REVIEW
OD is an action research method and it involvepieling succession of data gathering,

action planning, implementation and review followley further data gathering. It is a
process that focuses on organisational culturesgssies and structure using a total system
perspective (French, Bell & Zawacki, 2000:3). Thatwe of learning and teaching
(COLT) was deteriorating at Acacia and the longrtgjoal of the intervention was to help

bring about a reversal of that situation.

The teachers were also concerned about the dexlD@OLT, the matric pass rate at the

school over the past five years had dropped bgédfiftpercent (see 1.2). Pass rates are of

65



major national concern and the beginning of ea@r gees criticism of schools that fail to
improve their pass rates. Enrolment is affectedpaygs rates as parents try to get their
children into schools that are successful. Becaisthe introduction of OBE, which is
supposed to bring about a more equitable levetieaement, the results are being given a

lot of attention.

It is a worrying fact that nationally, the stattstishow “out of every hundred learners
entering at grade one, only one will matriculategeade twelve”. This has remained
unchanged for over fifteen years (Chisholm, 2004goncerns the whole country and it
appears that the previously disadvantaged schoaolsncie to be disadvantaged, especially

in the Eastern Cape, Northern Province and Mpungalan

The restoring of COLT means bringing the conditiarsl disciplines of compulsory
schooling; regular attendance, punctuality and gtecee of authority back to the teachers
and learners (Lethoko, Heystek & Maree, 2001: 3There is no quick fix for this and
Harris recommends that the process of improvemiemtild start by building on existing
good practices (Harris, 2002: 262). Just havingoatsider who poses questions in a
supportive way and then helps to set deadlinelisfil. Part of the Reconstruction and
Development (RDP) programme for schools has indudéuilding the material and social
conditions necessary for schooling to take plaathtko, Heystek & Maree, 2001: 313).
There has also been an increased responsibilittegtdo the SGB and training is supposed

to be given to ensure that it is able to fulfil disties.

Mr San the teacher representative on the SGB asdheol says that this training has not
taken place. Although the teachers are proud te ki@ SGB structures in place (see 4.3.1)
the SGB in reality do little more than supply memsbi sit on an interview board for staff

selection. Mr San confirms they have only met twicéen months and that was to discuss
the interview times for some redeployed teachehng. drincipal is the person who arranges
and chairs the meetings and he is also the perbonreports back to the staff. Although

Mr San knows that as the staff representative igeione who should take issues from the
staff to the meeting and provide the report bacth&ostaff he says there is little he can do

until the training of the SGB has taken place.
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4.8 SUSTAINABILITY
Mr Nda said that after the introduction of PP thdTSand School Development Committee

(SDC) had wanted to meet every two weeks to agsegsess. The principal had cancelled
the first meeting and for various reasons subsdquess were also postponed by him. No

further school development meetings have takereplac

Project Punctuality started on 17 May and continupdto the start of the end of term
exams on 21 June. As soon as the exams startéehtiners only had to attend to write the
exam and then go home. Exams continued to the £tetro and when the school started
again in term three no attempt was made to retm$lR because of the high absentee rate
being experienced by staff during that time. Evefoke the start of the exams though there

were signs of fatigue.

Yaya we used to mark the absent learners and everyndbksoteacher

would sign and at the end of the day | would give paper to Mr Zac

(class teacher) but now we are seeing that notisirdpne. Because on
those papers there are a lot of learners who adgiclp every day but

nothing is being done. The learners are still doggilass because they
think they are free. If at the end of the week MicZould talk to those

dodgy learners then maybe they will not do it agaml so then the

project could work but now it is not working.

Ntombi At first it was good but now you can see it is madrking
because we are short of teachers. The teachersweititually come back
but if there is a teacher free first period thepist collect all the kids
who haven't got a teacher and put them in thedradl talk to them about
things.

Dudu It was good at the beginning but then it was nat flaat the
students were being treated differently from tlaehers.

Mrs Shali We have lagged behind a bit now though, and thraéea they
see what the teachers are doing and do the same,db something good
they will also do that but we want it to go on agai

Mrs Pils Now when the project was introduced it was very dyod/e
have fallen a bit and | think we should continuedtw the right thing
because sometimes you know as time goes on théepaaw back, they
don’t want to be consistent and | think refreshaurses should be done
to remind the stakeholders that we must not fotgat we have this
project. | think unity is very important.
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Comment

Mr Zac, Mr Shell and Mrs J. all agreed that at bleginning PP was brilliant but said as

time went on the ‘unprofessional’ group of teachsteyed away more and more. They saw
that their classes were being cared for and samalidvorry about them. The teachers who

substituted noticed that it was the same teachessons they were covering for each time
and began to resent the extra workload. No dis@pyi action appeared to be taken against
the absentees and Mr Khoza did not offer any egpians when asked the whereabouts of

those teachers.

In his SDF interview Mr Khoza had said that stadhfided in him about their ‘difficult

circumstances’. He empathised with them and allowvesin leave of absence but was
unable to inform staff of the reasons why somef stafe continually absent as he could
not break that confidentiality. Some of his teashae very respectful of him and think of
him as a ‘kind person’. Others say he is easilemaidvantage of as he is ‘too soft’. One
teacher, who was continually absent, was eventulidigovered to be working part-time in
Uitenhage and only when she was offered a full tpeemanent position there did she

resign from the school.

Evans (Evans, 2001: 275) says that administratbrsclbools unlike their big business

counterparts have little power to increase or desgenvages and promote or dismiss their
employees. School leaders try to maintain a balaeteeen keeping positive relationships
with staff and administering changes that they rfe®l ambivalent about. So instead of
being confident and forceful they end up being waa# uncertain. Schools are less likely
than other organisations to engage in conflictachers are trained to avoid it since it is

part of their daily practice with learners (Eva2801: 236).

4.9 OPPORTUNITIES FOR FURTHER CHANGE?
Schools at different stages of development willureg) different strategies for change.

Strategies that are effective at one growth stagéenat necessarily effective at another
(Harris, 2002: 3). Many views of school improvemané concerned with outcomes and
tend to be driven by a need for greater accourttabHowever there are situations present
in some of the township schools which may needetadidressed before other changes can

be introduced.
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According to Moloi tumultuous changes have occuroa@r the past decade and our
environment in South Africa is turbulent (Moloi, Xiv). Although many

reconstruction, transformation and policy intervemtinitiatives have been introduced they
do not seem to have made much impact in bringirmutakeal change in the culture of
township schools. These schools occupy the lagpetor of South Africa’s public school
system. Most of the schools have to operate inrenmients which are considered
disabling. There is an atmosphere of low moralereghare ineffective practices by both

teachers and learners and an atmosphere of extrausth inconsistent attendance.

| wish to highlight three development paths whick presently being explored within the
school. The first deals with the pervasive and alnmnnipresent threat of violence in the

lives of learners and teachers.

4.9.1 Violence
Part of the turbulence that exists in our Southcafn society is caused by the violence that

seems to be an accepted part of our everyday IWgascking, robbery, murder, rape and
abuse have become so prevalent they almost sekenrtautine. This violence has spread to
many schools and principals fear for the safetyath their staff and learners.

Kader Asmal the previous minister of education dhiat to have a positive culture of
learning in schools the environment should be safderly and conducive to learning
(DoE, 2000: 2). Violence begets violence and damsbuild a culture of human dignity,
tolerance or respect. It does not nurture selfiolige rather it undermines a child’s self-
esteem. It was noted in the ‘sorries’ that corppralishment was still being used by some
of the teachers and | witnessed the principal aplity on a number of occasions wielding

their so called ‘cultural stick’ and learners wewaning away.

Interviews with students after the AVP workshop eaed the extent of violence

experienced both at school and in their community:

Dudu It was a lot of violence where | am staying. Evagyp knows that
in a township there are lots of things happening)rag part of the area is
one of the places. In school most of the violereeammitted by the
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teachers, some of them don’t know they are commyititi. It is not what
they wanted it is because of the background theyxaming from.

Yaya In my community | have experienced a lot of crinmel at school it
is usually a bully, at home it is private. Thoseowo the violence | think
they want it to stop but we don’t know how.

Ntombi The violence in school is not like killing and dtut is just about
bullying, it is happening all the time but no osecburageous enough to
talk about it. | have experienced some sexual karast but my dad
sorted it out for me

Mrs Shali and Mrs Pils used to practice corporal punishment but now
look at it as something which does not work. Mayba beat them here
and there but it doesn’t work at all.

Comment

Corporal punishment (CP) as a social practice xésteel in South Africa for centuries
(Van Wyk, 2001: 196). Most studies support the omotihat teachers will perpetuate the
disciplinary styles modelled earlier in their liveglecting disciplinary strategies that they
themselves have experienced. As it was only in 1B8#the ban on CP began it is safe to
assume that many of the present day teachers mltlgbly have experienced or may have
used canings or beatings. CP was officially banne®96 (DoE, 2000: 100) by the Bill of
Rights in the Constitution of South Africa, Act ri®8.

Research shows that many parents continue to use {68 home and believe that it should
still be used at school (Morrell, 2001:294). CP le#iectively disappeared from middle
class, formerly ‘white’ schools but is still relaly common in township schools. It is
widespread in many families where violence is oftha first line tactic in resolving
conflict. Harsh CP by parents affects academicoperdnce and produces low self-esteem
and anti-social behaviours (Cherriam & Miller cite@dViorrell, 2001: 295).

Because of cut backs in education schools can mgetoemploy child psychologists. This
means that teachers these days are expected te maok teaching, more administration,
larger classes as well as acting as counsellorsnaaiators (Morrell, 2001:293). This
places a lot of stress on teachers and Morrell bays not surprised that many of them
resort to using CP. At Acacia there is only onelea who is trained in counselling. She
has a full timetable and is only able to help stugl@vhen she has a free period. Mrs J., Mr

Shell and Mr Z. have expressed shock and compasgidhe situation some of their
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learners are in. There have been two teenage esiaidthe school this year and many have
lost parents or family members due to AIDS relaiétesses, murder or road traffic

accidents.

There was a lot of media attention given to the efs€P in schools in early June when
Thuthuka Zuma, a sixteen year old grade ten leaah@&hezulu High School, Kwa Zulu
Natal, died after being beaten by his principahvathosepipe. He was apparently late for
school (Nair & Jones, 2004: 1). The Premier for thgion commented that educators
needed training and support to use other formssefgine without depriving the learner of

his right of access to education.

It was at this time the principal accepted the rofié a workshop on Alternatives to
Violence (AVP) by the local Quaker group and | wagolved in the organisation and
presentation of it. AVP developed out of effortsctmmbat the grinding violence in some
prisons in the United States. It is now used woridiégwin prisons, churches, schools and

other organisations.

4.9.2 AVP Workshop
AVP concentrates on primary conflict resolutionliskand has some similarities with the

constructive confrontation methods to be found I (3chmuck & Runkel, 1994: 327-

362). They start with a three-day workshop thatceotrates on:

» Affirmation — building self-esteem and trust

 Communication — improving both listening skills arassertive methods of
expression

» Co-operation — developing co-operative attitudes$ #void competitive conflicts

» Creative conflict resolution — getting in touch litvhat AVP refers to as
‘transforming power’ to resolve violence

The following are comments about the workshop femme participants:

Dudu It was absolutely genius, it was something new ynlife. | learnt
something new that | never thought, something ¢chatbe negotiated by
people to co-operate. | didn't expect what happenadit changed my
life. It showed me how violence comes up in the mibde things and
you don’t have to force somebody to be a part ofetbing you just have
to say what you want to say and let them have ttt@nce to say — just
let other people to communicate with you.
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Yaya | wanted to know how to react when there is viokearound me
and now I've learnt a lot. Now | know how to reactd | can deal with
problems and | expect the best from people. | Haen involved in a
couple of fights and | don’t want to fight but | svgust forced to fight.
You just can’t stop it because the other persorsmaibdnow | want to
stop. So if a person pushes you in the corridorpugh them back and it
comes to a fight but now if he pushes me | juskveal past and say sorry
even though it was him who pushed me, | won’t it hjust leave it and
let it be. He will be surprised | didn’t push hiradk and he will be the
one thinking about it not me.

Ntombi | used to talk and talk about people and now mayhbave
changed because | don’t want to hurt anyone I'kkiriglto. | don’t want
to offend anyone 1 just feel for them and | didmsed to do that. | want to
say the right things. It gave me more confidence & we were
courageous enough to ask the teachers questionsabat is happening
in the school this morning. ... | also want childrefter me to have a
safer environment and to just have fun at schodliarAVP I've learnt a
lot of things and I think that if we share and &t tabout our problems
we can open peoples eyes how we see our world hatliszhappening in
our world and yeah how we can change our world.

Mrs Shali AVP has changed me, it has given me new ideas tmlight
they were really helpful. It will be better if AV@an be given to all the
teachers and then they can also benefit from thi&skop.

Mrs Pils | enjoyed the practical way that it is done, lgaving conflicts,

co-operating with each other and especially then®ssages. | think the

AVP should be introduced as an extra mural actigitg all the school

should try to take part.
Comment
Although this was only a small workshop the paptits benefited greatly from it.
Programmes such as AVP have the potential to ptesmme of the difficulties that arise in
our lives as well as providing a coping mechanismtfiem. AVP also appears to fit well
into OD processes and can form a platform from whather changes may be introduced
into an organisation. It has team building capesitas well as helping to promote self-
esteem. Participants can also learn how to comratenioetter with each other and this is

vitally important for OD interventions.

The presenters of the workshop agreed that it wasessful and the sponsors have made
more money available for another basic workshopiviwill be followed by the advanced
and a trainer’s workshop. This means that AVP eséntually be able to reach all school

members and the surrounding community.
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4.9.2 Stress and Burnout
Mr Shell attended a union workshop about stres20@3 and had requested the school

development committee introduce some of the copmeghanisms he learnt there to the
staff. Stress has been identified as contributinthé high absentee rate experienced at the
school. Too much or too little stress can redugqeeisons’ productivity and causes ‘job
compassion fatigue’ (Olivier & Venter, 2003: 18@Ylany teachers lack the coping
mechanism to combat excess stress effectively lsisddads to absenteeism, alcohol and
drug abuse, depression, frustration, hypertensioheaen heart disease. According to Van
Wyk, in South Africa apart from the twelve percemtidence of HIV infection amongst the
general teaching population, a teachers’ life etquesy is four years shorter than the
national average (cited in Olivier & Venter, 20Q88). Their research showed that twenty
percent of the teachers they studied were suffdromg severe stress and they apportioned
blame to the lack of achievement of learners, dok bf discipline, the noise levels, class
sizes and the abolishment of CP.

Teachers who experience burnout are less sympatbetards students, are less committed
to and less involved in their jobs, have a lowéerance for classroom disruption, are less
apt to prepare adequately for class and are géndeslk productive (Neills, 2004: 1).
Although the symptoms of burnout may be very peakothey are generally ‘lack of
symptoms. The list includes a lack of energy, jegthusiasm, satisfaction, motivation,

interest, zest, dreams for life, ideas, concemtmaself-confidence and a sense of humour.

Comment

It became very obvious as the intervention progmsbat many of the symptoms of stress
and burnout were present amongst the staff of Aacadiere has been a growing awareness
within the teaching profession that overwork byctess is in the end counterproductive to
creating a healthy learning community. Porteus)eéyahnd Ruth say that as educators we
face one of the most challenging and underappegtiptofessions. Teaching is difficult
even for teachers who love their jobs. It is imjildesfor those who do not (Porteus, Valley
& Ruth, 2001: 25).
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Mr Khoza as the gatekeeper very early on in the fiad suffered a suspected heart attack.
His indecisiveness over issues and inability td @atln problems could also be indicative
of the stress he is under. Many of the teachers stt®wed signs of ‘job compassion

fatigue’ and there are teachers at the school krtovinave alcohol problems.

4.9.3 The ACE Course
There are three teachers at the school who have fe@icipating in the ACE course for

English. These teachers have formed quite a stnarging group within the school and
this has helped strengthen their department. Thegt mnce a week with Mrs J., the other
member of their department to plan their lessors slrare ideas on how to improve their
teaching. They have instigated a reading progranmitle their grade eight and nine
learners. The learners have to present their féteobook once a term and certificates are
awarded to the best presentations. Other teacherseginning to notice and comment on

their successes and the positive impact it is ltpgmthe learners.

This group has the ability to influence the resttloé school and it would be good to
continue to work with them on OD. Schmuck and Rum&eognise that it is not feasible to
include all members of an organisation in one tngrevent. When selecting a team from
the school to develop further skills in OD the ustbn of these three could help ensure
some sustainability of any change. When selectiagple in this way it is important to
ensure that the group regularly reports back theetas of their proceedings to the other
members (Schmuck & Runkel, 1994: 86-87).

4.10 SUMMARY
Prinsloo states that while any OD is being intradtl@nd implemented the guidance of

trained and skilled OD consultants is requiredr(§do, in van Deventer & Kruger, 2002:
184). My position with the school was that of aeaher, not a consultant. In other
research of OD interventions in schools | have r#ae researchers have been members of
the school or institution (Neshila, 2004, Irvin€99 and Kadyakapita, 1998). | think that it
might have been easier for me to plan meetingsang out interviews if | had been a part
of the organisation. The school was aware of thleartcomings and did not enjoy sharing
embarrassing situations with a stranger, espeaaklywho was a mere student carrying out

experimental research.
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Schools like Acacia are subject to many intervergi@and being the ‘most successful’

school in the township and close to RU they oftamehstudents coming into the school and
trying different techniques with the learners. Sonaee been successful and others just
minor irritations. Because of the nature of thedstus research it tends to only be short
lived and | think that some of the teachers atsitfgool had the impression that | was just

another ‘one minute wonder’.

4.10.1 Challenges for OD
When implementing a change process one has to esribar organisation is ready for

change. Using the indicators for readiness (Schndu®unkel, 1994: 56) Acacia school
did appear ready. They did have hope that thingéddoe better, they did find pleasure in
working together and the step they were takingienge was not an unreasonable distance

from where they were.

Glover maintains that when a change is introduaedident professionals will easily adapt
and adopt it if they think it is worthwhile. Othevell need handholding to make the
change. Then there are the ones who might change ‘certain percentage’ of their
colleagues are changing and then there are thewameswill never change. Glover calls
this ‘certain percentage’ the ‘critical mass’ negde bring about change and estimates it at
40-50%. Throughout my research at the school llassithan 50% participation and some
of those may have been less than willing and thiddchave been a major contributing

factor in the failure to sustain the interventi@lidqver, in du Plooy & Westraad, 2004: 27).

Another key factor for the intervention not beingst®ined was the lack of support and
commitment of the principal. As mentioned earlised 4.2.2) the principal is a gatekeeper
of the school and as such an important personlpléad and manage the change. Van der
Mescht notes that “there is a lack of leadershifhis country — there are plenty of people
who can carry out orders but they do not want t&emdecisions. Principals, especially
those who come from the apartheid era are moredigdementers than innovators” (Van
der Mescht, 2004). Mr Khoza is a prime examplehed &nd he has also not been trained in
leadership and management skills. His involvemeith vihe WSD is providing some

training but he needs support to help him implentieatskills he is learning.

75



Mr Khoza will have to learn how to take a firmearsti against misconduct amongst the
staff and the learners. The Employment of Educates (ELRC, 2003: C2) clearly

outlines procedures to follow in cases of miscomndiibe act is in no way draconian rather
it seeks to support constructive labour relatiomsl @nsure corrective not punitive

measures.

We did not investigate the problem of resourceableatschool or the difficulties experienced
with the DoE but they are accountable for somehefttoubles the school is experiencing.
The DoE is supposed to have subject advisors angtdiidnal Development Officers

(EDO'’s) to assist schools in their development.the Eastern Cape the situation was
described by Godden as ‘a system operating orsansinagement’ (Diko, 2003:4). Sixty
percent of EDO positions are unoccupied and thegmaent is unable to fill them because
of the gross overspending of the education budfe¢. regional secretary for the South
African Democratic Teachers Union (SADTU) commentdt Department is forgetting

about the children and only thinking of how to saweney” (Naki, 2004: 7).

Ngongo confirms the large number of districts bewmgderstaffed and the ‘lack of
professional skills, knowledge and expertise’ thas impacted negatively on the support
and development of schools (Ngongo, in du PlooWwa&straad, 2004: 51). This situation
means that the EDO’s are so overworked they areaht® to function well as school
advisors but seem to end up as little more tharsemggers, reporting between the DoE and
the school. The messages are often in the formiretitves and are relayed in a very
autocratic manner. This does not encourage thelajf@went of good relations between the

school and the DoE.

4.10.2 Successes of the OD
Change did take place at the school and it did naakeamatic difference to the teaching

and learning over the five weeks that PP was impiged. Sadly it was not sustained but
there are a group of competent teachers who waartgehand are willing to make it work.

Those teachers as can be seen by the AVP, the folatige stress workshop and the ACE
group, are still seeking further change. Thesehiachave professional pride and want

change to succeed. The learners also want chamgeauid like to be part of the process.
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Those who took part in the AVP wish to become &esrso the rest of the school can find

alternatives to violence.

It is interesting to note that the drive for chang@&ot coming from the top down but the
bottom up. There are now three supporters on th& 8Ml so it is to be hoped that the
SMT as a whole will be able to respond to the asioins of the staff and give them its full

support.

4.11 OVERVIEW
It was clear the staff felt the school was dysfioral and this distressed many of them

because they had strong feelings of professionaliEhey were able to identify the
problems and suggest solutions but were unabledeenfiorward in a sustainable way.
There was an obvious sense of helplessness andafrois. The question is why is it like
this? Perhaps it is the legacy of apartheid, onthay changes happening in education with
their burgeoning ‘add on’ administrative load leagto stress and burnout.

The members of staff however responded very pesjtito the OD intervention and the
early success of the PP provided hope that chamgiel be achieved. Despite the lack of
sustainability of the original action plan, chamgelifferent forms is ongoing in the school.
Small groups are supporting each other and workavgards improving discrete areas

within the organisation.

The way in which management functions at the scivasl identified as a major problem in
the initial SDF. The ‘Imbewu’ project, which inva@d some management training, has had
little impact on improvement in the school so fAliemann, Brazelle, de Wet, Heyns,
Niemann & van Staden (2002: 132) question whethehabiour dimensions in a
management context can be changed by means ahgggirogrammes. At the end of their
pilot study they did not find many changes in thays that principals managed their
schools. The only improvements achieved were intdls& structuring and organising of
work. Madasi (2004: 70) recognised similar deficies in the management training

programmes available in the Eastern Cape and furiliestigation is essential in this area.
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It may be asked whether the managers of the s@demithemselves primarily as change
agents within the school or as agents of implentemaof departmental policy. Tyala
(2004: 107) researched teamwork amongst SMT’s wn#bip schools in Grahamstown
where he discovered what he terms ‘nervous’ leqierdhis is the tension between the
principal being expected to work in a team but alkonately being accountable for any
failure as this would lead to loss of face or emdssment. This, Tyala explains, is the
reason why principals prefer to work ‘sol@i@: 108). He found principals claimed to be
accountable to the DoE, deputy principals to thegpal and HOD’s to the deputy
principal. This shows that democratic managememioisyet a reality in the SMT. The
management of the school therefore do not see #eassas change agents but still operate
as a bureaucratic organisation following passivwedgructions from above. It is interesting

to note that in this hierarchy there is no cleaoantability related to the learners.

In the next chapter | conclude my research by drgwbgether summaries of all the
previous chapters. | talk about the potential valtieny study and | make suggestions for
continuing research at Acacia High School. | reviberlimitations of the study and suggest

ways in which it could have been improved.

78



CHAPTER FIVE — SUMMARY AND CONCLUSIONS

Look not back in anger, nor forward in fear but anol in awareness

Ross Hersey

5.1 SUMMARY

In this study | have described an OD interventioocpss and presented the experiences of
some of the participants. It took place in a prasly disadvantaged school in the Eastern
Cape. Over the past ten years there have been chamges in the education system, not
only the Education Departments but also the cuaithwave changed dramatically (see
2.3). Some schools appear to be coping with thengds but many of the historically
disadvantaged schools continue to lag further amthdr behind. The aim of the
intervention was to discover if OD could help briagout any improvement to the culture
of learning and teaching in the school. OD is gylterm process and it was hoped that by
introducing the school to the methods of OD theyblde able to instigate a process of

change.

In chapter one | described my reasons for embarmthis line of study: how disturbed |

was (and still am) about situations some of thesgship schools find themselves in and
the fact that for some democracy has not brougbttabny real change. | provide the
context of Acacia school — how it has a deteriogaitulture of learning and teaching, a

demoralized staff and an increasingly turbulentiremment.

In chapter two | presented a review of the litematthat surrounds the introduction of
change to schools. | provided a brief descriptibthe South African situation to highlight
why change is essential. Following this | describethe of the methods of change being
used by various organizations throughout the weantdl some of their limitations. |
introduced OD by outlining part of its history a®livas its processes. | also described
various reasons why | thought that OD with its egsitof planned change was one of the
best methods for schools and | provided some exasnpil OD interventions that have
been successful. | highlighted some of the posdibteiers to change and the importance
of the OD facilitator.

In chapter three | outlined the paradigms | workednd the methods | used to carry out

this research. | worked in the interpretive andicai paradigms and carried out a case
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study of an action research method. | describedadbls | used to gather the data, namely
journal entries and observations as well as intevsi | also explained how | managed to

maintain a valid, ethical and rigorous method vitaksrying out the study.

Chapter four is a linear, narrative presentatiothefdata as it was collected over the six
months period. | analysed the data as they wesepted to make it easier for the reader to
understand some of the processes taking placeddtaeincluded the presentation of the
initial SDF workshop which was followed by formad aell as informal interviews with
teachers and learners at the school. Photographs sthool are included to give a clearer
picture of some of the situations to be found aada. Project Punctuality the ‘action
plan’ is described by the participants as well les procedure for introducing it to the
school. | provided comments after each sectionath &nd these helped provide a more

comprehensive understanding of the situation.

| presented some of the ongoing plans for improveraethe school, which provide hope
for continued change at the school. These are B Aroject, a planned stress and
burnout workshop and the English ACE group. The AW8vides hope because it tackles
some of the underlying issues of violence thattexisthe school and the surrounding
community. It also helps to improve communicatie@ivween people and helps build up
self-esteem. The stress and burnout workshop wilh bery good way to help people cope
with the very turbulent environment they find theiwes in. The ACE group continues to
work together in a small unit improving their onecson of the English department which

should help to influence some others at the school.

5.2 POTENTIAL VALUE OF RESEARCH
Arising from the data were a number of aspects thatle the intervention a success,

others that need attention, revaluation and furdicéon were highlighted.

5.3 ASPECTS NEEDING ATTENTION

5.3.1 Sustainability
The sustaining of change in South Africa appearddoa major challenge to many
organizations. Peters cites four major intervergtidghat have been introduced in the

Eastern Cape all of which had problems sustainiange. He partly blames apartheid for
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this as most of the ideas and practices involvedha interventions are new to the
principals and teachers involved (Peters, in doyk Westraad, 2004: 40). Interventions
require a degree of openness and willingness toMadved in democratic processes which
apartheid did not encourage. In my study at theoaich found many of the people |
interviewed to be open and willing to participatehe OD process but it seemed that there

were also some reluctant ones.

Change requires regular monitoring and evaluatsit progresses. This did not happen at
Acacia so the problems with the process of chaongé&mot be effectively dealt with. This
was due to the numerous postponements of develdpoemittee meetings the principal
cancelled because of his other commitments. Prabbkmmsing from the process of change
could not be dealt with and until there is an dffexdelegation of responsibility to the

committee itself then sustainable change will cargito be blocked.

5.3.2 Management

Rault-Smith claims that the single most criticaltéa for a good school is the principal and
she is certain you will not find a competent, oligad, positive manager in a dysfunctional
school (Rault-Smith, in du Plooy & Westraad, 2003:4

As mentioned in the literature review (see 2.1.Bnynof our school principals have not
been trained in management and leadership. In {&hasd Potterton’s study on ‘resilient’
schools they found the principals of these schaase generally strong managers and
leaders (in Gultig, Ndhlovu & Bertram, 2002:95).dpée the turbulence surrounding these
schools they managed to do things for themselvasy Swept up the litter and cleaned the
classrooms, they fundraised for more resources.yMéithe teachers at Acacia do try to
uplift the school and cope in whatever way they garen the difficulties surrounding
them but there is a lack of cohesive organizati@firt. This makes it very frustrating

for them.
Rault-Smith cites a number of ways the principalst lead the school:

* His or her number one priority should be teaching kEarning and
team building amongst learners, staff and pareatshelp to raise
the expectations of the school and motivate itt@nge.

 The principal should be the caretaker of the schewsuring
reasonable class sizes, provision of resourcesngplémentation of
policy through mediation between the SMT and DoE
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» H/she must be innovative knowing that more of thmea will do no
more than produce more of the same. Analysis shoeiliéd by the
principal to prepare for school development progres.
Motivation is the principals responsibility.

* H/she must monitor and support the teaching anchileg, keeping
in touch with every aspect of the school by walkamgund

(Rault-Smith, in du Plooy & Westraad, 2004:47).

It was clearly indicated by the teachers that tegchnd learning were not a priority at the
school; they came after the DoE and the union.dther qualities are also sadly lacking at
Acacia and whilst | acknowledge that change catmeotmposed on people some skills
training has to occur if the school is to be turaedund. Rault-Smith says that ultimately
if change cannot be achieved then some of thederdytsnal schools should be closed
rather than subject endless numbers of learneassigstem which is failing them (Rault-

Smith, in du Plooy & Westraad, 2004: 46). Since édaas purportedly the ‘top’ school in

the township it would be wrong to close the schmdl a real paradigm shift will have to

occur to ensure the managers see the learnerpagridy and delegation of tasks as an
effective method of improvement. They will also Baw overcome their fear of change

and learn to abide by decisions that have been made

| think that the training will have to be sanctidngy the DoE though as Mr Khoza did not
appear to respect the intervention from an expetiateresearch project of a Rhodes

University student.

5.3.3 Dependence on DoE

Christie and Potterton also note that the resilggitools may depend on the DoE for
guidance (in Gultig, Ndhlovu & Bertram, 2002: 9Q)tkithey did not rely on them for
instructions or concrete support. They also ndtetl some principals were better informed
on policy than their local district office. The agbnship between Acacia and the DoE is
one of subordination; it would be unthinkable for.NKhoza to question or refute any
request the DOoE makes. This is a major problematmonomy at the school. Teachers are
feeling less and less in control as more and mbenges are introduced and they find
themselves having to do things because they haveotdecause they believe in them or
even want to do them. For many teachers plannisgphaome almost impossible and they

have given up trying. According to Euvrard it:
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affirms the philosophical assumption held by masgchers that they live
in a religious and socio-political world that istnaf their making and
which is beyond their capacity to influence’

(Euvrard, in du Plooy & Westraad, 2004:74).

In the Eastern Cape where the DoE itself is iratestf upheaval the situation is even more
dire with a dysfunctional department leading a dgsfional school. This can only lead to
the creation of greater chaos. It has already beamtioned in the previous chapter about
the shortages of EDO’s (see 4.10.1) and the ovedspg. This has led to even more
cutbacks and Acacia school who complained at the ef the SDF about the class sizes
and lack of resources will have to contend withregeeater class sizes next year as they
have recently been told they have to lose severernmachers. This figure has been
calculated by administrators in the DoE based odestt numbers and subject choices.
This shows that the school is to a great extentrotb&d by people who are far from it and

who never have to see the results of the decisim@shave made.

5.4 SUCCESSES
The process of OD was successful in that ‘unfregzai the staff occurred. The staff

recognized from the findings of the SDF that erigtipractices in the school needed
altering. They did begin to move towards changehwite introduction of Project

Punctuality which ran smoothly for five weeks. Tieachers noticed the difference in their
teaching; the learners also noted the differenadsmthe school, even parents commented
about the improvement. The overall effect was ewély positive. The teachers wanted the
changes to be sustained but unfortunately dueetaititumstances mentioned above they

could not.

It is very interesting that the changes in Acacieravbeing pushed from the teachers
themselves. Most changes in organizations are mmaded top down and that brings about
resistance but in Acacia the reverse seems touege Tihe teachers were very concerned
about their professional image and their frustrati@s being unable to do the job they had
been trained to do. This caused them a lot of staesl most of the time they did just give
up the struggle. However if the SMT could learn skéls of OD the school does seem to

have the ‘critical mass’ (see 4.10.1) necessabyitiy about a sustained change.
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5.5 LIMITATIONS

In my methodology chapter | point out the time ¢acs being limiting to a study of this
nature since change can be such a slow process.hiiidsight | now realize that one of
my main limitations was one of authority. The buwraacy which still exists in the DoE

and in the minds of many of its employees, esplgdialthis case the school principal, was
the main stumbling block for my study. The consexs&x weeks delay in introducing OD
to the school meant a shorter time for implemeotaéind evaluation of the action plan. If
| had the opportunity to repeat the research | dadek full support from the district

office first before approaching the school printipdy original letter of introduction was

from my lecturer at Rhodes to the principal (segesplix D).

Not working at the school itself restricted my alys¢ions to periodic visits where a ‘pot

luck’ situation existed in availability of staff talk to and observe. Being on site for the
duration might have provided me with a more detiadescription of people’s perceptions
of the intervention as it proceeded. Although | dain the confidence of a number of
teachers there were some who still regarded me su#ipicion. Once again there is the
hangover from apartheid when there was a systemspiection at schools and | think

some of the teachers did not trust my intentiorstitee went by these grew less and so |

think doing the study over a longer period of tism@uld be recommended.

5.6 CONCLUSION

Finally I would like to conclude with my own persadrobservations about the intervention.

I think it was a worthwhile study and it has madediféerence to a number of teachers at
the school. Change did happen albeit for a shme tind this has provided hope for some
of those teachers who saw the school slipping dysfunctionality. Many teachers are
caught up in a ‘catch 22’ situation; they wantdave the profession as they see little hope
of successful change but at the same time theyeaeconcerned about abandoning their

learners.

Some of the key values of OD were introduced, tinas a process of planned change and
some participants became empowered in a demoevayicThe difficulty remains with the
hierarchical system of management that existserstihool and it is doubtful that OD can
truly succeed where people are trapped in com@ianindsets. However we should not
capitulate before chaos and despite the stumbligkb | feel OD has shown it has a very

useful role to play in initiating change. If the Bgave its full support to OD the principals

84



with ‘nervous leadership’ might feel more able towa the democratic process to develop

and be sustained.

Had the PP continued for a longer period it coddenbecome an accepted norm and
therefore a part of the school culture. More changauld have followed. However the
slipping back into dysfunctionality should not bewed as a failure of OD but as a further

step in the learning process.

The most important thing for me is the continuatdithe process of change. It may not be
OD as described in the textbook but there has begmowing awareness amongst the staff
that change from within the school is possible. rigjeais essential if the promises of the
constitution of South Africa are not to remain megtess words on a piece of paper. For

the sake of the learners | hope that real chang®eamplemented and sustained.
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APPENDIX A - THE OD CUBE

Figure 5.4 The OD cube - a scheme for classitying UL Intervenuons
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APPENDIX B — SDF INTERVIEW QUESTION SHEET

SURVEY DATA FEEDBACK QUESTIONAIRE

1. How long have you been working at .......... ?
2. What is your role here?
3. Do you feel your talents are being fully used?

4. Discipline amongst the staff and the learners wa@namon ‘sorry’ can you say what it
is about discipline that is a problem:
A) With the staff?

B) With the learners?

5. What would you do to help solve these problems?
A) Staff?

B) Learners?
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6. Management was also identified as a ‘sorry’ whayak think are the main problems
with management?

7. If you were part of the management team, whatldvgou do differently?
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APPENDIX C - OD CONTRACT

O D AGREEMENT CONTRACT

Agreement entered into by the OD facilitator anel $haff members at .... High School.

Hereby, I, Mrs P. Mitchell (M. Ed. Student at Rhedéniversity 2004) wish to confirm to
the staff members my commitment to conduct a Subeta Feedback in fulfillment of my
M. Ed. Course requirements. | will be involved e discussion of issues identifiby the
staff and will provide feedback to them for validat

| undertake to protect the anonymity and confidsityi of all the data sources and no
information whatsoever will be disclosed excepthry permission of the data source if s/he
allows.

NAME SIGNATURE

P. Mitchell
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APPENDIX D — LETTER OF AUTHORITY

v

RHODES UNIVERSITY

Grabamstown » * 6440 * South Africa

DEAN OFFACULTY OF EDUCATION
Tel: (+27) (46) 603 8393 © Fax; (+27) (46) 622 8028 ® e-mail: G Euvrard@ru, ac.za

To whom it may concern

COURSE REQUIREMENT FOR EDUCATION LEADERSHIP AND
MANAGEMENT ORGANISATION DEVELOPMENT MODULE

Successive education policy documents and legislation have identified management development
as a crucial core component of education transformation. This Education and Leadership module
is designed to assist educators develop their whole school development capacity.

To this end students are required to undertake an organisation diagnosis as part of their course
requirements. They are required, at the invitation of an education organisation, to interview
and/or cbserve, preferably with one or two elected organisation members, organisation members
about some mutually agreed upon aspect of organisational life. The purpose for inviting
organisation members to participate as co-fucilitators with students is so that they too can learn
some organisation diagnosis skills that they can continue to exercise in their organisations.

The_datagathm'hlgteamwﬂlthenfeedbéckthedataoritsinte:ptqmﬁontomembemfortheir
validation thereof. Organisation members should be in agreement as to the accuracy and
adequacy of the diagnosis.

‘The smdentéamnotrequiredtodoanythingmorethanfeedbackthedm However, past
experience shows that organisations often like to take the process further. Any organisation that
would like to continue the process is welcome to invite the student/s to continue or to contact me.

Please would you permit the student/s to introduce the change management approach known as
Organisation Development to your organisation and thea to work out a nmtmlly agreed upon
dmgnostnc exercise with members.

Your support for and assistance with this exercise is much appreciated. Please be free to discuss

further any matters with me.
Yours sincerely

Dr Clive Smith

Bmail: .o smihiei.ac.2a
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APPENDIX E — CHANGE BRINGS FEAR

ez DR TUGIensIBa (w3 o 6405 TT9 (9¥0) Xe o 1118 £09 (9¥0) ‘PL

MANKOFF

‘Relax, /Jomy—-—-f/mnge is good.”

awing by Mankoff; © 1993 The New Yorker Magazine, Inc. -
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APPENDIX F — WORKING CHICKENS

“Oh, yeah'They worlk real hard, all day long, seven days a week! ... And here’s
the best part—for chicken feed!”
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APPENDIX G — FRUSTRATED TEACHER

Many teachers are feeling disenchanted
‘With the profession
Frustrated with the never ending changcs,’
Overworked and demeaned as pfOféSSiOﬁ‘d‘S

Powerless and unappreciated.
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APPENDIX H — FULL BRAIN

CHANGE 1S JUST ANOTHER WORD

NING!

FOR GROWTH OR LEAR
WE CAN ALL DO T, AND ENIOY 1T

IF WE WANT TOY

© . 1 S

.

- “Mr. Osbo_rné. may | be excused? Wan is full®
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APPENDIX | - DRAFT MISSION AND VISION STATEMENTS

ACACIA PUBLIC SECONDARY SCHOOL

OUR VISION

To be an outstanding academic institution, whicbudty affirms her cultural heritage,
African identity and which is proudly committed sxademic excellence, sound moral
values, acceptable social values, confidence, ithd@l growth and embracing human
rights, with a view to the betterment of our sogiet

OUR MISSION

In pursuit of the above, the institution commitgdadf to instilling a conducive teaching

and learning environment to produce learners wiadrarovative, analytical, balanced and
adaptable, with a love for lifelong learning whanasontribute to the advancement of the
South African society in particular and Africa aheé World in general.

The institution accordingly undertakes to:
1. Instil in each learner and educator self-confidemog self-worth to realise their
full potential in the following:

* Learning and developing through academic pursuitl &msuring
supportive structures for learners from disadvari@dackgrounds
» Character and personality growth
* Inculcating sound moral values of honesty, relidypil and
accountability
» Adopting eternal spiritual values
» Consolidating a positive self concept and respacbthers
* Promoting a need to uplift the community througlpewerment of
each individual
2. Involve the school community in activities for th@iftment of the
school and surrounding community
. develop shared values that embrace human andrighils
. acknowledge and be sensitive to the problems atdagehe legacy
of apartheid, rejecting all forms of unfair discimation and
ensuring that appropriate and lawful corrective reeees are
employed to redress past imbalances
5. provide staff and learners with access to relevdearning
environment
6. play a leading role in establishing a culture ofvennmental
conservation

W
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7. promote a culture of tolerance and mutual respeith wegards to
fundamental human rights and differences in pofntiews, culture,
sexual preferences, religion etc., thereby creatamyappropriate
environment for learning teaching and services

8. promote a culture of transparency by basing ourislens on
considerations that are clear and known by the sEhommunity

9. promote a culture of democratic participation incdgon making
practices and bodies through the relevant democadlti elected
structures

OURMOTTO

KNOWLEDGE ISLIFE WITH WINGS
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APPENDIX J - ACACIA HIGH SCHOOL

SCHOOL DEVELOPMENT COMMITTEE

PROJECT PUNCTUALITY
STARTING DATE: MONDAY 17 MAY 2004

1. LEARNERS

* Must be at school by 7:50 (ten minutes to eight)e Tirst bell rings at 7:50
indicating to them to go to class

* At 8:00 am learners must be in class ready fofitbelesson

* The gate will be locked until break time. The gatt be controlled by the security
men and teachers who are free

* Learners who do not have a teacher (because thbetes absent) will be taken
care of by a free teacher. Mrs Fikelephi and Redal¢ni will make the necessary
arrangements. The learners will be supervised enhiddl only when there are not
enough teachers to take all the classes

« Class representatives will carry a period regigianark all learners who are not in
class and this must be signed by the subject teache

* Learners have only 5 minutes to move from one clasthe next. They are not
allowed to go to the toilets unless they have pgsiman from the subject teacher

* Learners are not allowed to play ball anywherehm $chool yard during teaching
time

* The break will be 50 minutes long and the gate agihin be locked when the bell

rings and opened at the end of the school day

2. TEACHERS
2.1. TIMES:
* Arrival — up to 7:40 am and the signing of theeatlance register
* Morning briefings — 7:40
* 7:50 — Briefing ends and teachers go to classes
* 8:00 — First lesson starts
NB: the morning briefings are exactly that and noteinfior meetings and the raising of

issues that need discussion.
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2.2. The register must be signed both in the mgraind at the end of the school.
Failure to sign will be viewed in a very serioughl

2.3. Teachers who are going to be away must lear& with their HOD’s for the
learners. The HOD will co-ordinate this and mayistrthe help of a neighbour

2.4. Teachers must be in class at all times andrerthat the learners are given a
fruitful learning experience

2.5. The BREAK will be 50 minutes long. Teacherd v expected to use the last
five minutes walking to class so that when periatatts they are in class and ready
for the learners. Ms Planga will ring the hand e minutes before the end of
break for the teachers.

2.6. If a teacher has some business to attenditsade school during break, that
must be done during break and not beyond. The ¢eacmust first obtain the
Principals permission for that.

2.7. ALL TEACHERS must keep a period register, gsatass lists. Attendance
problems must be referred to the Std HOD duringtahe end of the week

2.8. Teachers will not be locked out. But they dofihd themselves standing
among late learners and this could be embarrad€Blagse avoid it.

2.9. Release learners immediately at the end af yerod

3. NON-TEACHING STAFF

3.1. Security Men — Gate duty for most of the dag will be assisted by teachers
3.2. Administration Clerk: must ensure that belids are kept accurately
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