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ABSTRACT

During the apartheid era, that is, before 1994, decation management system in
South Africa was fragmented, authoritarian anddopm. Principals were expected to
manage schools on their own without consulting rést of the staff. The birth of
political democracy in 1994 resulted in many changethe education system. These
changes include the creation of one national demat In line with this

democratisation came the concept of school manageesmns (SMTSs).

Because of the democratic nature of this kind efracture (SMT), it is required that
educators work co-operatively and as a team. Ths been problematic in some
schools where the principal has traditionally teltnfortable taking decisions on his or
her own without any input from relevant stakehodd@turthermore, through the legacy
of apartheid, teachers themselves have dogmatidsdlgn oriented to being the
recipients of instructions and to view managemeantha prerogative of the principals
only. The formalisation of SMTs thus brings newlt#ages to both principals and staff
members, essentially the notion of democratic amtenanagement. The object of this

study is to find out how the concept of democratanagement is being received.

This study includes all the government-aided highosls in Grahamstown (ten of
them). Studying all 10 high schools - 6 from theadlotownship, 3 ex-model C schools,
and 1 from the coloured township — has producedoadand varied picture of how

SMTs are being received in Grahamstown second&igoss.

The study was framed within the interpretive apphgaand sought to unpack the
perceptions of SMT members with regard to SMTs.ilarpretive paradigm made it
possible for me to gain an in-depth understandih@MT members’ perceptions of
team-management within their contexts. | used duasiires, interviews and

observation as research tools to gather data.

This study has found that, although the concepeafm management is well-received,
there are significant obstacles to the acceptahteamwork as an alternative form of

management. Many of these may be the result of déscaof disempowering



governance strategies, resulting in impoverishdwng of school ownership and joint
responsibility. Some relate to the political natofeschools as organisations. Despite
these problems, the study has confirmed that teamagement is the preferred
approach for a variety of reasons. Team-managemsuaally results in enriched
decision-making, the sharing of responsibilitiesl &gher levels of support. A major
systemic shortcoming highlighted by the study & @bbsence of meaningful training in

democratic educational management.
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CHAPTER ONE

INTRODUCTION

1.1 Context and background

This research is informed by my work experience. iNgrest arose as a result of my
being curious about the way in which the SMT in sohool works. Having been at the
school for six years and observed the managemkinigtalecisions — sometimes good
and sometimes bad - made me to want to know whatagtually happening in the
SMT. As a teacher outside the school managemesseined, to me, that there was a
degree of overriding of staff decisions by the lvad am aware that the principal is
entitled to making certain decisions without havingconsult, but my interest was to
find out what extent that kind of decision-makingssacceptable, and to what degree
the principal needs to be accountable to his/heif sind other stakeholders. This
prompted me to investigate how SMT members undaistheir practices. It also
became imperative for me to look into what SMTsarmsthnd by the concept of team-

management underlying the SMT.

Taking a step backwards, during the apartheidre@outh Africa, principals had their
own way of administering and managing the schodiir role was to ensure that the
government policies were implemented and adheredgoa result the principal was
regarded as successful if s/he was a good adnaitastriAlso principals were expected
to manage their schools on their own, although department made managerial
decisions. Principals (being departmental officelschool level) were seen as solely
accountable to the department for the departmepubties they had to adhere to,
implement and monitor (DoE 1996a: 19). The TasknTdeport (DoE 1996a: 19)

further argues that:

Principals and teachers have been on the recepmuyof top-down
management structures. They have worked in a regllenvironment
and have become accustomed to receiving direatustgins from the
departmental official.



The fact that principals were accountable to thEadenent made them autocratic, some
perhaps not through choice, but acting under predsom the authorities. That is the
legacy that has left principals comfortable to be thosses’ and imposing their will
onto the staff and learners. For that reason tieyed themselves as superiors and not

partners with the rest of the staff.

Furthermore, before 1994, the education systenooftSAfrica was characterised by a
hierarchical and bureaucratic style of managemgdtication management in South
Africa was hierarchical and top-down. Schooling wésictured in a racial hierarchy
where white schools were the key beneficiarieesburces and black schools the most
disadvantaged. This was one of the factors thatltezk in the death of a culture of
teaching and learning in many urban and rural beadtools. This is reiterated by the
Task Team Report on educational management of 496h claims that “the legacy
of apartheid in the field of education is well kmawt has left the country with an
education system that is characterised by fragrtientanequity in provision.”. (DoE
1996a: 10). The standard of black education wasimahe interest of the apartheid

government: it focussed on its political agenda.

There were many national departments of educalibare was a national department
for Blacks, Coloureds, Indians and Whites. The atlan head office was in Pretoria
where decisions were taken and policies drafteds Tdp-down approach isolated
decision-making processes and the ways in whiclodshwvere managed. Decision-
making processes were clustered at the top of i@rchy and were subsequently
implemented at the bottom. According to Bush (199%bthe “hierarchical approaches
stress vertical relationships within organizati@msl the accountability of leaders to
external sponsors”. Of interest is that in the dmehical style of management, the
implementation of departmental policies is top-ddwut the accountability thereof is

bottom-up.

This situation is not peculiar to South Africa.Bnitain the local education authorities
(LEAs) had been responsible for many aspects obachnd college management
(Bush 1995:5). Schools therefore became subjedtsedf EAs in that they did not own
themselves but were only implementing and monitpthre policies of the LEASs. In so

doing schools did not promote the interests ofdbi@munities but promoted those of



the government. However research in England ance$Vgthows that the introduction
of the education reform act (ERA) of 1998 and sghset legislation have transformed
the educational landscape, which is now very dffierfrom the pre—-ERA scene. It
gave governing bodies substantial discretion toagartheir own schools and colleges,
albeit within a framework of increased national ttoh of the curriculum (Bush
1995:4). The management of schools has changedicagly since the inception of
ERA. Blandford (1997:2) argues that all SMTs, noyseprimary, special and
secondary schools, now have management respotisghilivhich hitherto were in the
domain of LEAs. The management of schools was @gative of the senior people in
the educational echelons. Those people determirteat was ‘right’ and what was
‘wrong’ for the people at the bottom. It became argiive that people get a structure
that would be representative of the majority of ttumcerned and the SMTs were

consequently established.

According to Wallace and Hall (1994: 10):

The creation of SMTs has never been a central gavent policy; the
label emerged during the early 1970s as new maragesiructures
developed in secondary schools after compreheasiois where a
larger number of senior staff were being appointed.

Schools stood up and announced what was bestdan thut the government did not
welcome their self-emancipation. However, due tanging times, the demand for

schools to be ‘self reliant’ was forcing its way.

In South Africa, the 1980s saw efforts to demosethanagement and administration
of institutions through the establishment of studepresentative councils (SRCs) and
parent-teacher-student association (PTSAs) (Uniterh4991:47). Although teacher
associations such as the now extinct South Afriteachers Association (SATA) ran
effective workshops for school managers through7be and 80s, teachers from ex-
DET schools would not have had access to theses Was largely due to the fact that

membership bodies such as the SATA were racialigradened.

Political democratisation of South Africa beganhaihe first democratic elections in
1994. This process drove the democratisation ofeithecation system. One of the



resultant changes was the collapsing of separatarthieents of education into one
national department of education. This was a necgsstep in attempting to bring
about equality in a previously discriminatory sysfeand was perhaps the first move
towards democratisation of education. Moreovetina with this movement came the
publication of the Task Team Report on Educatiomdigement Development in 1996,
which heralded a new era in education managemerS$outh Africa. The report
promotes a democratic approach where all the stédtets participate fully in policy
and in decision-making. Bush (1986: 48) argues ttheidemocratic models include all
those theories which emphasise that power and ideaisaking are shared among
some or all members of the organisation. He furtlrgues that agreement on aims is
perhaps the key element in all participative appinea to school management. The
Task Team Report (DoE 1996a: 6) argues for, ‘an. emphasis on relationship
building, stakeholder participation, the managenaoérdiversity, and development”. In
its heart, the report promotes democratic govemamc management of schools by the

people who have the interest of its clientele airhe

Another component of democracy is that of decasedl management. Our schools
need to be conditioned in order to cope with timatlenge. Writers such as Cheung and
Cheng (1996) and Walker (1994) suggest that schetmsald be responsive to internal

and external environment for real change to takeelIn other words schools need to
be transformed so that they are susceptible togehahiso schools are expected to be
self-managing schools. According to the Educatiep&tment Manual on SMTs (DoE

2002:2):

School-based management or self-managing schoslscéwools where
decision-making processes, the crafting of a vigad mission of the
school, the setting of the school ethos rest wiighschools’ stakeholders

It is now expected of the school communities touemsthat certain authority is
devolved to the school level. The devolvement dhauty to the school level and the
placement of decision-making processes in schoaifarce school-based
management. At the heart of the policy and legisainitiatives is a process of
decentralising decision-making on the allocationregources to school level, and a

significant process of democratisation in the waywhich schools are governed and



managed (DoE 1996a: 29). Schools are to be capatita deal with their affairs and

to manage their resources without external assistafRurthermore they are also
expected to uphold and enhance the professionadiatd of the school as a whole.
Such schools here in South Africa are to be graat8dction 21 status (a self managing
status allocated to a school's governing body ted demonstrated a capacity to

manage aspects of school’'s recurrent expenditDeft 2002:1).

The democratisation of education also includesdba that all stakeholders should be
able to participate in the activities of the scholhhe school governing body makes
decisions on behalf of the school and sees toait tine school is administered and
managed properly. The Task Team Report (DoE 19B®gasserts that the governance
policy for public schools is based on the core galwf democracy in which the
democratic participation of schools’ stakeholdessessential. The South African
Schools’ Act (SASA) adopted in 1996 also promote&sndcratic governance and

management of schools.

The most recent development in terms of internabstmanagement is the formation
of school management teams. The implementation MTsS signalled a radical
departure from previous management approaches.Eboeation Human Resource

Management and Development manual (DoE 2000ba®ssthat:

The legislation does not define a SMT. The workdejinition being

used by provinces and the national departmentaisttte SMT consists
of the following members: principal, deputy pringigif appointed) and
the heads of departments.

SMTs comprise senior staff members. However, egpes is the best teacher, hence
additional members outside the school who have ifspeskills, knowledge and

expertise can be co-opted to aid in the manageaid¢hé school (DoE 2002:2).

The concept of SMT came as an alternative to theé & management where decisions
were taken by individuals from top management amgoised onto the subordinates. It
sought to ensure that all stakeholders particidgatly in the schools’ activities.
According to Bottery (1992: 163) “participation byachers in school management is
both their right and duty”. And for Owens (2001:28garticipation is the mental and



emotional involvement of a person in a group situmathat encourages the individual
to contribute to group goals and to share respoigifior them”. Participation is a

democratic concept that invites people’s involvemenssues pertaining to their well-
being. Teachers are expected to make valuableilgotitns to the school and if they

are left out they may want to distance themselk@s those decisions.

There is little agreement on the membership ancslaf SMTs. In a British context,
Wallace and Hall (1994:47) argue that the larg®4T Sontained seven members, there
being no direct relationship between the size ef gsbhool and the number of senior
staff in the team. They further claim that the idéan SMT was never a government
policy. In Israel, Drach-Zahavy and Somech (200Latgue that seven to ten make up
an optimal size for effectiveness. They see a @irom between the size of the SMT
and the quality of decisions to be made by that SMTSouth Africa, the duties and
roles of SMTs as separate entities are outlinedhen Education Law and Policy
Handbook (DoE 2000a: 3c-9-11). They range from rganal to educational. The size
of each SMT depends on the size of the school anthe staff establishment (see
Appendix A) as outlined by the department of edocat As of now the staff
establishment is as follows: for every seventh athrcthere must an HOD, and for
every fourteenth educator there must be a depirgipal. This means that a school of,
say, 15 educators will have 4 SMT members and adaf 42 educators will have 8

SMT members.

The Task Team Report (DoE 1996a: 15) is of the vibat “the notion of a
management team depends on management practideh, evhphasise the devolution
of power, mission building, human resource develepimand school effectiveness”.
SMTs need to align themselves with democratic jglae such as participation,
consultation and inclusion of relevant stakeholdérwcording to Hadderman (1988:
31):

The management team concept, which developed ipomss to
increasingly complex problems facing schools, is oy compatible
with democratic concepts but also proved responsivéeacher and
parent pressure to redistribute power, broaden siecmaking,
participation and improve administrative efficiency



To Hadderman the fundamental element of manageteants is to be flexible to the
dynamics of the education system. This flexibibdgo ensures the extent to which the
school is able to be responsive to internal as aglexternal circumstances. It also

assures that all those involved have the righhtoesin the wider decision making.

However, democratic management has its limitatemms shortcomings. According to
Bush (1995:67) the democratic process “is time-gomnsg” because decisions should
be reached by agreement, and before any decistakas every stakeholder should be
consulted. It is therefore not always feasible aosult every party when wanting to
make a decision. There are some decisions that toeleel taken on the spot and there
are those that need to be taken after a broad Itatisn. Such decisions include issues
that are policy orientated. Also democratic manag#mns open to wide interpretations.

He further argues that it is normative and tendsbscure rather than portray reality.

The idea of working together as a team to managmsitution has been generally
accepted, but is largely untested in South Afrigae principles of democratic
management are new and unfamiliar. There is nodbtraining for SMTs and their
roles and functions are not clearly understood. dimrestion is whether it will work in
schools so used to top-down approaches. Theheisfore a need for this research to

find out how the concept is being received, and towwmodel is being implemented.

1.2 Research goal

The purpose of this study is to explore SMT memibexperience and perceptions of
team management, and hence their roles in mandggngschools. Flowing from this,
my sub-goals are to explore team effectiveness thedcomposition and general

functioning of SMTSs.

1.3 Research approach

Because my study involves people, | selected anoaph that is most suitable for the
interpretation and understanding of human expeeiefibe data | will get from my
respondents is in the form of words and not numberand hence qualitative. |



therefore conducted this study in the interprepaeadigm. According to Denzin and
Lincoln (2000: 19) in this paradigm “qualitative searchers stress the socially
constructed nature of reality, the intimate relagioip between the researcher and what
is studied, and the situational constraints thapshinquiry”. This approach focuses on
what the respondents view as reality within themtext. The reality is portrayed in the

form of individual experiences.

1.4 The structure of this thesis

This thesis follows a logical sequence. In chaptex | have introduced this thesis by
first giving the reason why | am doing this studiis is followed by a brief historical
background to education management that led tontheduction of SMTs and the way
they ought to operate. | then stated my reseawodisg| further highlighted the

research approach | have taken.

In chapter two | present an overview of literatwoe teamwork and democratic

management in national and international contexts.

In chapter three | start off with a general discus®f the research paradigm, followed
by the discussion of the interpretive paradigm pustification of my using it. | then
present my research participants and their profilatso discuss the research tools (i.e.
guestionnaires, interviews and observations) ubkddrther examine the concept of
triangulation, ethical considerations, the datalymim and validity and reliability.

Lastly I look at the realities | faced as | proges with this research.

In chapter four | present data in the form of isstiat emerged from the raw data.

In chapter five | discuss my findings in terms sfues identified in chapter four and in
terms of the literature.

In chapter six | present a summary of the mainifigsl. | also make recommendations

for both future research and for practice. Lastiyitique my study.



CHAPTER 2
LITERATURE REVIEW

As argued in chapter one, management in schoolautasritarian and top down. This
chapter explores the reasons why that kind of mamagt style is no longer
appropriate. An authoritarian style of managemerdeumines the integrity and the
creativity of teachers and that of the managemelairge. Moreover, we are now living
in a democratic society where everybody has a tglair his/her views on whatever
issue that concerns them. Therefore, this chaptkssto unpack the arguments against
the autocratic style of management and highligte 8tyles that, according to
contemporary theory as well as policy, school maraghould be seeking to practise
and develop. I will thus discuss the following:

* What is a team?
* The difference between a team and a group;
* The importance of teams;
* Heterogeneity in teams;
» Team effectiveness
* Openness trust and participation in teams;
* Management of teams in education;
» Teamwork in high schools;
» Cooperation and competition;
e A common vision and a common goal;
* The composition of school management team (SMT);
* The roles of SMTs: problems and challenges
* The educational roles of SMTs
* The managerial roles of SMTs
* Democratic management
» Decentralised management
* Freedom and authority in schools
» Delegation, and
* The limitations and shortcomings of teams.
| conclude the chapter with a brief summary.

| focus on teams and teamwork as special featurelemocratic management. The
phenomenon of the School Management Team (SMT} mstthe assumption that
team management is preferable to forms of managewtere decision-making is the

prerogative of the principal only. This assumpti@eds to be analysed.



2.1. What is a team?

Belbin (1981) and Hayes (1997) both argue thatehm ‘team’ is derived from sport.

They also claim that the rules and roles of playesport apply to those of the team of
an organisation. In an organisational context, éan is a group of people actively co-
operating to achieve the same goal or purpose” €sldp97: 52). A team therefore is

said to be active, in that all members are invoivetthe process of pursuing objectives.

Everard and Morris (1996: 156) define a team agrtaup of people that can effectively
tackle any task which it has been set to do”. Thather argue that the contribution
drawn from each member is of the highest possib#dity, and is one which could not
have been called into play other than in the cantéxa supportive team. ‘Effective’
means that the quality of the task accomplishmeie best available and makes full
and economic use of the resources (internal aretred) available to themi(d.: 156).
Van der Bank (2000:9) claims that effectiveness magaDoing the right job right”.
Van der Bank’s definition suggests that if a teanset and its tasks are specified and
the team does something that it is not mandateld talthough correct, that team is not
effective. And hence Shea and Guzzo (in Drach-Zaleand Somech 2001:52) define
team effectiveness as the “production of designpteducts or the delivery of services

per specification”.

According to Wallace and Hall (1994:3) a team has:

...Two or more people; it has a specific performanceecognisable

goal to be attained; and coordination of activityosg the members of

the team is required for the attainment of the tgaal or objective.
Following Wallace and Hall's definition of a teanemicts two things, the number of
people constituting the team and their designatioom this definition one can deduce

that when more than one person has a joint roidatyp they constitute a team.

Wallace and Hall are of the view that in order fwople to be committed in their
endeavours to produce good results they must bEams. Teams are an effective way
of making people productive when they work togettiSheard and Kakabadse

2001:133). Sheard and Kakabadse are deliberatdbtirsg a team from a collection of
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people to carry out a task. This collection or graaf people might have different
interests and subsequently not coordinate theivites. It becomes clear that there

may be disparity between teams and groups. | n@losxthe difference briefly.

2.1.1 The difference between a team and a group

A team is “...a group of people who are task focusedprdinated, each contributing
their own personal talents and abilities and emsrgb the job in hand” (Hayes
1997:28). Hayes sees a team as people having avésid working on a task with
enthusiasm and determination. He assumes thatgeoplteam will utilise their skills

and capabilities to achieve a common goal.

Sheard and Kakabadse (2001) argue that a groopss.| A loose group is defined as a
number of individuals brought together to achievetaak, but with no further
development undertakeibid: 133). By ‘loose’ they mean that people in thaiug do
not work in a co-ordinated manner and have differeterests. Therefore it is likely
that in a group people might pull in different ditiens. According to Hayes (1997:28)
a group is “A group of people working together -ieaibly enough, but without co-

ordination, common objectives and a sense of teakiwo

According to Mears and Voehl (1994:82), the fundatakdifference between a team

and a group is that

A group is a collection of individuals who are in aterdependence
relationship with one another. A team goes beybatl in that members
are encouraged to share in the ownership of tha'setunctions and
direction.

However, recently the father of team-role theorglfih 2000:114) argued that there
are six distinct differences between a team andraupy namely: size, selection,

leadership, perception, style and spirit. | disahesn in detail later in this chapter.

Belbin (1981:135) claims that
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The essence of a team is that its members form -aperative
association through a division of labour that bestlects the
contribution that each can make towards the comobgective.
From the above statement it is evident that eaam tmember is expected to contribute
equally towards a specified goal. The amount ofkntorbe done should be negotiated

with the rest of the team and each member takespggtion of it.

As has become apparent, there is a thin line ofadeamtion between a team and a
group. In order for one to know and understand tiwalys of functioning it is vital for
one to distinguish between the two. Belbin (198@)14cknowledges that there is a
discrepancy between a team and a group, as agfaleparture he starts the difference
on a personal perspective and states that, “A tddfars from a group in that it
demands from its members personal adjustment yingaone of a limited number of

parts that together form an effective pattern” .

He goes on to the numerical values of the twosayd

A group refers to a number of people brought togetor a common
purpose while being too numerous to allow team relationship to
form. As numbers in the group increase, the iderditd special role
contribution of every individual member diminishesand
correspondingly the role of the leader becomesgethibid: 114).
In a later publication Belbin (2000:114) argues,t®&am comprises a limited number of
people selected to work together for a shared tiagem a way that allows each person
to make a distinctive contribution”. Furthermoreliide (2000:17) states that leadership

and style in a group and in a team is differerthat:

In a team leadership is shared or rotates. In groke leadership stays
unchanged in spite of changing focus of the wook,solo leaders are
not easily challenged or displaced. Solo leaderposa their own
particular style and preferences on others.

According to Belbin (2000:21) it is evident that teams were more productive than
groups and had developed a useful language ofsrgmgigned to facilitate the working
relationships of team members...” From the abovauiitloe argued that for teams to be
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productive, they must be democratic in their prassi Belbin (2000:114) offers us the
comprehensive differentiation between a team agiap.

Six differences between a team and a group - Addpbden Belbin (2000: fig.3)

TEAM GROUP
SIZE LIMITED MEDIUM or LARGE
SELECTION CRUCIAL IMMATERIAL
LEADERSHIP SHARED OR ROTATING| SOLO
PERCEPTION MUTUAL KNOWLEDGE| FOCUS ON LEADER
UNDERSTANDING
STYLE ROLE-SPREAD CONVERGENCE
CO - ORDINATION
SPIRIT DYNAMIC CONFORMISM
INTERACTION

It is thus evident that teams are more inclusivet ‘democratic’ than groups. Research
has shown that the team concept is preferred iwichahlism and working in isolation
(Belbin 1981, Wallace and Hall 1994 and Hayes 1987)s appropriate that | now

discuss ways in which teams are important.

2.1.2 The importance of teams

Hartshorne and Garaudy (1999: 105-6) postulate that

South Africa inherited a state education systermftbe apartheid era
that was not only divisive and discriminatory, lal$o ineffective and
inefficient, with a particular low level of morakamong the teachers in
the system and a poor standard of management penice.

The poor standard of management highlighted bysHarhe and Garaudy is a result of
the lack of a legitimate management structure ithatble to listen to other people’s
needs. | mean ‘legitimate’ in the sense that thatcture should be able to make
fundamental decisions with regards to the wayshitkvthey can manage their schools
within a given ambit. The structures have legal amakal authority to make these
decisions. Furthermore, the argument is informedth®y fact that within a school

13



situation, there was no consultation in as far amagerial imperatives are concerned as

already discussed.

However, the Task Team Report (DoE 1996a: 14) arthed:

Managers can no longer simply wait for instructi@msdecisions from
government. The pace of change and the need todaptable and
responsive to local circumstances requires thatagens develop new
skills and styles of working. They must be capabfe providing

leadership for teams, and able to interact with oomties and
stakeholders both inside and outside the system.

It is these new skills and styles of working thatke education so dynamic. However,
to change the above scenario around, there sheuddway of involving more than one
person in managing the school. This should be @otiegood results and relationships
in mind. Hence | find that Sheard and Kakabad§2(91:134) definition of a team

above is still relevant and indisputable in thistext. Murgatroyd and Morgan in Van

der Bank (2000: 9) assert that teams are desimalieghools because:

They maximize the creative talent within the schamld promote
learning

They are learning units because they encourage tridwesfer of
knowledge as well as skills

Teamwork is more satisfying than working alone rfisamust however
be well managed, trained and developed)

Teams promote problem ownership

Teams can cover a wider range of problem solvingntla single
individual could cope with.

The above quote, to me, summarises what an eféet#i@m should be doing. In one
sentence, therefore, | could define teamwork asy iw which teams’ potentials and
capabilities are utilised, nurtured and optimideshy this because | believe that when
your skills are being used, they become ‘sharperthat they will be given enough
exercise and evaluation throughout. In so doingsidjents could be made in order to

have them (skills) functioning to their maximum.

The way teams are composed is very important becaaetermines the effectiveness
and ineffectiveness of the team. | want to pay igpeattention to heterogeneity in

teams to find out how effectively different heteeagous teams work.
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2.1.3 Heterogeneity in teams

Drach-Zahavy and Somech (2001:44) suggest thah&team to be effective it must
be highly heterogeneous (in terms of functional@giucation and team tenure). They
see the diversity in teams as the driving forcetha achievement of results; this is
because people from different backgrounds bringy wiem different experiences and
different knowledge bases. Team members’ variedsx@s enable them to approach
a task from different angles and thereby solve lprab amicably. Maier (in Drach-

Zahavy and Somech 2001:45) similarly argues, “...Tdwmterogeneity enhances the
breadth of perspective, cognitive resources, aretadlvproblem—solving capacity of

the group”. Heterogeneity refers to “a greater ofixeducational backgrounds of team
members” (Drach-Zahavy and Somech 2000:46). Maausvaehl (1994:80) reiterate

that “Sound teamwork is based upon an effective afixypeople, and each person

should realize the unique contribution he/ shernake to the team”.

The notion of heterogeneity is, however, not asptenas it seems. Belbin (1981: 20)
asserts, “...The deliberate creation of homogeneaityaimanagement team has the
effect of unbalancing the occupational breakdowthefteams we compose”. He is of
the view that it is common understanding and bamkgd that make team members
work in harmony. Fundamental to this assumptiowhat Belbin (1981: 19) calls “the
principle of elective homogeneity In a nutshell, Belbin suggests that the way we
create our heterogeneous teams is influenced kgrtait commonality we see in the
individual members (that is, we are actually logkifor similar features in those
individuals). He further claims that “...managersrugcin their own image’ipid: 20).
They try to find copies of themselves to make ugeam. This may be a dangerous
tendency, since it may reduce heterogeneity antddead to a team composed of a

group of people who all think the same.
On the other hand Musaazi (1982:54) argues for lggmeity, “...the degree to which

the members are similar in age, sex, culture antkgraund”. He believes that

homogeneous teams are created according to fixéerigr There must be some
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commonality on the part of the individuals and theyst have similar interests and
experiences. Bush (1986:49) argues

The common background and education of participomta part of the
justification for the normative assumption thaisitalways possible to
reach agreement about goals policies.

In a South African school context true heteroggneiuld be difficult to accomplish at
this stage, particularly if one includes the crdeof culture and language. This is
because, despite the democratic environment schodlsperating under, some schools
still seem to employ teachers on the basis of t#inicity. This ensures that only a
particular race group is dominant in a particuleina®l, and leads to lack of cultural
diversity in the composition of teams in schooleeTteams investigated in this study

are indeed non-heterogeneous in this sense.

| now turn to what is meant by team effectiveness.

2.1.4 Team effectiveness

Many writers - such as Everard and Morris (1996)1%&n der bank (2000:9), Shea
and Guzzo in Drach-Zahavy and Somech (2001:52)ar8hend Kakabadse (2001:133)
and Scott and Walker (1999:55) - associate the w@mept with effectiveness. They
are of the view that if people work as a team sutkey are capable of producing
fruitful results. According to the Education Depaent Manual on SMTs (DoE 2000a:
26), teams that produce good results usually have:

A common purpose

Clearly defined roles for each team member

A leader

Team members that support one another

A free flow of information

Set ways for resolving conflict

Members who can see benefits in working together

A quality perhaps lacking in this list is that okativity. Mears and Voehl (1994:80)

argue that “an effective team needs to be bothigseand empirical.”

16



Belbin (1981:126-7) argues:

The effectiveness of a team will be promoted by ék&ent to which

members correctly recognize and adjust themseleeshe relative

strengths within a team, both in expertise anditgpito engage in

specific team-roles.
Belbin here maintains that two heads are better tme, and that team members must
recognise their capabilities and their specifiesah the team. | think the premise from
which to move therefore, from a team point of viesvio strive for cooperation and
sharing of ideas. Belbin perceives the level chdieess’ of the team members to take
responsibility as being of utmost importance. Femthore, an effective team is the one
in which development of a supportive social streetinas occurred, with each
individual adapting his/her behaviour to optimige/ter personal contribution to the
team (Sheard and Kakabadse 2001:133). Saaat. in Drach-Zahavy and Somech
(2001:44) assert that there is a “...belief that twark offers the potential to achieve
outcomes that could not be achieved by individuadsking in isolation”. Togetherness
is a key feature, according to Wallace and Halldt93): “Team is as team does. If

you are not together then you can't pretend to tezm”.

According to the Task Team Report (DoE 1996a: &Mectiveness of a team is
“achieving the objectives of the school, institatior education system”. Hence the
team strives for the accomplishment of the setgyoal

For the teams to be effective Mears and Voehl ()9%rgue “among other things, a
team requires a high level of trust, an open clamfar communication, and shared

decision making”. For Mears and Voehl it is advisathat team members must

establish rapport amongst themselves. This is dpeel in the next section.

2.1.5 Openness, trust and participation in teams

Walker (1994:40) argues that:

For teamwork to be successful the culture of tHe@stmust be based
on the fundamental values of openness, trust, articipation. It would
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be a futile exercise to implement a team struciarex school that

fostered secrecy and suspicion.
| fully agree with Walker because in a team situatione is expected to share his/her
views and feelings with the rest of the team. Onsstnfieel that s/he is part of a team
and that s/he is obliged to participate. | alsokhhat you cannot be an effective team
if some members are taking a back seat or hiditgaite information that could take
the team a step further. Moreover, if someoneleEn selected as a team member,
his/her contribution is of the utmost importance. tBat score Mears and Voehl (1994
8) warn, “Amongst other things, a team requiresgh fevel of trust, an open climate
for communication, and shared decision making.” eréhis also a need for the
organisation to foster teamwork and make it orgdisally possible and desirable.
According to Scott and Walker (1999:51) “If teamWois to be encouraged,
organisational strategies should support teamwank ahould make individual

endeavour - in certain circumstances - less weltome

The notion of responsibility also emerges as aimgivorce for teamwork. Clearly if a
team is formed, it has a responsibility to serve tinganisation or a school. Belbin
(2000:22) suggests that responsibility:

Refers to the sense of moral responsibility
Denotes a span of control
Signifies being accountable for an action.

It becomes evident that the way in which one ceseateeam will influence the way they
are going to operate. Therefore, the selection ahagement teams in our education

system needs scrutiny.

2.1.6 Management of teams in education

The Education Human Resource Management and DeweltpManual (DoE 2000a:

15) argues that:

In the past, many South African leaders, includiagicational leaders,
have been authoritarian. They made decisions withonsultation and
school level leaders did not allow staff and leesne openly disagree
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with them. As a result, members of the school comtywften did not

feel that the school belonged to them; or theyrditifeel committed to

the decisions that the leaders made.
The above quotation summarises the apartheid maradelegacy in the South
African education system. Its bureaucratic natuigs wlesigned to privilege some
sectors of the community and disadvantage otheeder it made teachers see
themselves as unfit to manage their own schools iBhbecause they did not have
channels through which to communicate how they adikk to manage their schools.
This was due to fact that “Principals worked in emvironment which was closely
regulated and were used to receiving and givingruogons” (DoE 2000b: 1). The
concept of teamwork is a potentially powerful answethe contexts in which most

schools have found themselves over the past destacke independence.

In line with Hadderman’s (1988: 31) assertion, &iten page 6, it can be argued that
management teams in general and SMTs in partiaméasome sort of an answer or an
alternative to the kind of leadership and managemerblems the principals used to
face. In South Africa teamwork is more than simphlaring the load; or that the
principals do “...not carry the burden of running sodool alone (DoE 2000a: 2). The
notion of teams deliberately agitates against tiéigally and morally impoverished

structures of the past, and is thus always alsxialsssue.

However, the argument for teamwork as a means eat@r effectiveness cannot be
ignored. Erickson and Gmelch (1997:189) argue that:

The team management concept is perhaps one of ts widely
endorsed concepts in school administration todayftsSin power,
pressure on individual administrators, and therdefgsir organisational
improvement have all led educational administratiarslook to the
management team as a means of solving their pragblem

The assumption is that team management can be rgen in terms of improving the
working relations and self-determination of botadieers and learners. Writers such as
Wallace and Hall (1994) and Hayes (1997) see teamagement as a cornerstone for
effective management in schools. The question @ teamwork manifests itself in

schools now deserves attention.
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2.2. Teamwork in high schools

The team concept in South Africa has been enaatgdvernment policy. “The South
Africa Schools Act of 1996 (SASA) emphasises callaltion and collective decision-
making between schools stakeholders” (DoE 2000brH ¢ SASA promotes the notion
of staff working as a team which constantly relecn what it is doing (being a
‘learning network’)” (bid: 7). It also stipulates that, “It is therefore crudiaat staff
start operating as a team — classroom teams, Sidrdising teams etclifid: 7).
From the above policy it is evident that the teamoept is seen to have the potential of
uplifting the standard of work teachers undertakbe essence of the policy is
togetherness in whatever activity the teachers émir® be it managerial, teaching, or
even extra-curricular. Therefore the present gawemt is seeing the need for the
whole staff to unite in their endeavours to enhaheestandard of education.

In trying to define teamwork DoE (2000b: 7) stateat, “Teamwork is the ‘thread’
through all systems in an effective school. It Befghool stakeholders to work more
closely”. By ‘thread’ | think, the manual meanstthi@ere should be a ‘link’ between all
stakeholders and that they must play a part in remgueffective schooling. By
‘systems’ it means all the processes that takeeplacschool, that is, teaching and
learning, governance and management. It suggeatsfahming teams in all those
spheres will facilitate the smooth running of ticeaol.

When we look at the amount of work to be done, #redway in which it should be
divided, Hayes (1997:2) argues:

Teamworking is all about passing the responsibititser to working
teams, so that they can get on with what they havelo without
continually having to refer to higher levels inith@ganisations.

In essence, Hayes means that certain powers apdnsbilities about the work to be
done have to be delegated to the team in ordgveedsup the working process. Again
it is unlikely that the team concept will be easilyapted in South African schools, and

adapted to circumstances. Earlier | argued thabachdministrators (and teachers)
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would probably have developed a mindset that wowlotk against teamwork,
particularly the ideals of decentralisation ancedation referred to above.

Secondary schools are of course ideal organisafmmtgeam management. Schools
have many distinct areas of endeavour and intealisgf which add up to make a
complex and challenging organisation. When one idens that aspects such as
curriculum, finance, extra-mural activities, adrsination, marketing, examinations
(and many others) all need management and alsotodadnd into a whole coherent

effort the appropriateness of teamwork becomesrappa

But for delegation to be effective the team needsooperate fully. Thus | would like

to distinguish between cooperation and competiticieams.

2.2.1 Cooperation and competition

According to Scott and Walker (1999:55) for teanas dperate effectively the
organisation needs to emphasise cooperation rdtharcompetition. This means that
team members need not compete in their practicésbbumore supportive and
persuasive of other members in trying to reachrangon goal or consensus. On the
other hand there is of course room for healthy catitipn, as Belbin (2000:74) argues:
“competition is healthy; it leads to progress;pecates in the public interest”.

Hayes (1997: 199) argues that:

Appraisal systems which put the team members inpetition with one
another, or which fail to recognise the achievemafitthe team as a
whole, undermine the co-operative dimensions ahteark and can be
extremely demoralizing to team members.

It becomes clear that competition is ambivalehtcan be negative or positive.
Whatever kind of competition team members embagkndelves on, one kind should
compensate the other, rather than paralysing th@n@ation. Thus Hayes (1997: 214)
suggests, “Competition between teams has to béudgirsmanaged so as to ensure that
it is competition about achievement rather than petition about organizational

resources”. In an organisation it is healthy fog thembers to have conflicting ideas
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and strive towards their adoption. This is linehmMBush’s (1995) political model of
organisation. Bush (1995:73) asserts, “Conflictiesved as a natural phenomenon...”
Here members can compete for their views to be tadofBut it is obvious that for

positive competition to prevail, the teams mustsl@acommon vision and goal.

2.2.2 A common vision and a common goal

Bush (1986:49) argues:

Democratic models assume a common set of valuesblyeinembers of
the organization. These may arise from socialipatwhich occurs
during training and the early years of professiopedctice. These
common values guide the managerial activities efdlganization and
in particular are thought to lead to shared instihal objectives.

“A vision is a blueprint for change. It must be amed and imagined before it is

achieved” (DoE 2002:79). This suggests that dlbst stakeholders and other people
who are interested in the education of learnersilghioe given an opportunity to voice

their aspirations and expectations. A school vistbarefore has the capacity of

changing the status quo of an institution includisgnanagement practices.

Senge (in Wallace 1996:3) defines a vision as

a mental image of the future state of an orgalmzahat we hope to
create. Vision building is both individual and aogp enterprise. A
common vision begins with the vision of each indual involved.

Thus a common vision has its roots in a personaaih’. Coetzeest al. (2001:12)

elaborate on a personal vision:

A vision is a picture in your mind. To visualisetis see this picture.
Your personal vision for the future is a picturaiyareate in your mind
of what you want your life to be like, almost ligeur dreams for the
future.
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All'in all, a vision is the ambition and expectatiof all stakeholders. It gives a broader
picture of what you want to achieve at the enchefday. A vision is also a long-term

phenomenon.

Hayes (1997:187) suggests that a vision:

Must be clearly articulated

Must be original

Must be developed and negotiated by the whole team
Must be attainable.

Let me analyse these points one by one. “Must barlgl articulated” means that the
vision must be written in a language that is ckxad simple, using words which carry
special meaning to all members. The vision “Must dsgginal” meaning that an

organisation needs to develop its own vision, orfachv reflects members’ own
aspirations and the context in which they worksHould bepatriotic in nature. In my

home language (Xhosa) it must be ‘of the sodwomgquba / owomthonyaina
emphasising that a vision must be representativih@fpeople it is meant to serve.

Therefore voices of the stakeholders must feattomimently in the vision.

The third point is self-explanatory and it statkatta vision must be developed and
negotiated by the whole team. All stakeholders neede part of the crafting of the

vision of their school so that they can identifittwihe school and vision itself. One of
the facilitators of the workshop discussed lat@8fp said: “When your school’s name
is being called — no matter where you are, you rmurstaround and look back because

that school has became part of you”.

Lastly, the vision must be “attainable”. Althoughvision must be ‘dreamed’, Hayes
suggests that it should be an achievable dreanud.&tke an example of a very poorly
resourced school in a rural area where teachingearding takes place under a tree.
Hayes suggests that they must not dream of havisghaol computer laboratory

instead of thinking about the shelter first. To nierefore, a vision must be a priority

the school community needs to achieve in their anolers to uplift themselves.
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If we can take Bell’'s definition of teamwork refed to earlier, it suggests that the team
understands each other, has a common vision, amndrisng towards a common goal.

For the team to achieve the above-mentioned padaish member should realise that
their contributions are fundamental and that th&t & the team depends on the
individual. At this juncture | wish to bring in Bah’'s metaphor of a team as a game.

He says:

The term ‘team’ is imbued with a meaning derivedthe first instance,

from games. Each player in a team has a positiah arspecific

responsibility. The skills of the players are imaott, but the strength of

the team depends more especially on how well tageps combine. Star

players who fail to pass the ball are no longeraaget and may be

dropped in favour of those who fit in best (Belk®93:87).
In a school situation Belbin’'s metaphor is in Iwéh Bell’s definition of teamwork.
However, Belbin’'s argument goes a step further sugigests what to do when you
have a non-performing team member. He suggests ithane member is not
performing as expected, then that member is noelopgrt of the team. He further
warns “...while teams should be changed due to pesults, there are also occasions
when teams need to be changed in advance of ligilye” (ibid: 93). He suggests that
leaders should anticipate that there is a likelthobteam members not to clique and

make necessary arrangements accordingly.

This is a vital step towards achieving a commonl.gblawever, Hayes (1997:56)
argues, “Common goals cannot be taken for grantédiat he means here is that
common goals need to be negotiated and co-detedmigeteam members; more
importantly, they need to be consolidated beforea“team is built or acting ‘fully as a
team™ (Ibid: 56). The above argument reiterates the notiontdeans are built for a
purpose or a goal. Therefore teams determine twinmon goals by “...creating
conditions in which people will begin to perceivieetteam members as ‘us’- as

belonging to the same unit and identifying with(itfayes 1997: 56).

Among the ‘conditions’ are dialogue and personaheutment. Wallace (1996:12)

argues
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The process of shared vision has two important etes It requires
extensive dialogue between the key stakeholdeagtee on a statement
of belief about the desired future state of theosthdistrict and
individual schools and it requires each participtmtthink seriously
about personal beliefs regarding knowledge, leagniteaching,
assessment, and the like.

Most importantly, the team, especially the schoa@nagement team (SMT), should
understand and identify with the vision in ordeegtablish rapport among the school’'s
stakeholders. The vision of the school should b&ted by the SMT and spread to the
rest of the stakeholders. The school needs to &&8MT that is ambitious and creative.
To have that kind of a SMT, its composition shoblel carefully constructed. The
working SMT should be part (especially taking teading role) of vision crafting and
the composition of the SMT should therefore beiarity.

2.2.3 The composition of school management teaidg ¢p

As argued earlier, teams must not be formed byahawvalker (1994:39), commenting
on a research project, laments: “Teachers wereddrimto teams without thought of
composition, structure or accountability”. The emsult of this approach would be
ineffectiveness and in acute cases dysfunctionamse | mean ineffective and
dysfunctional in the sense that due to inapproprambination of team members, they
find themselves not pulling together, and therefoné/ certain members of the team
are doing the job. Sheard and Kakabadse (2001:4859rt that “the team may be
apparently functional, but some individuals haveamention of accepting any decision

that involves them personally doing anything dfetty”.

Research in Israel found that the number seveertast an optimal size for obtaining
effectiveness (Drach-Zahavy and Somech 2001:49%y Thrther argue, “Team size
was found to affect effectiveness through its é¢ffean team structure as well as on
team processes”. Mears and Voehl (1994:7) alsoeodnthat “in practice, effective
teams are actually small, with the ideal team be®veen six and seven people on the
average.” Belbin (1981:107) on the other hand esdor flexibility in the number of
team members and to him the number of team memhbedepends on the amount of

work that needs to be performed”. He suggests tti@tumber or the size of SMT
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members is dictated by the tasks that the SMT fgetform. As mentioned on page 5,
Wallace and Hall (1994:47) argue that there is direct relationship between the size
of the school and the number of senior staff in ts@m”. The Education Human
Resource Management and Development Manual (DoBR20B) is equally vague

about the composition of SMTs, as discussed on page

According to the manual the SMT is a structure thaiomposed of the higher-ranking
educators in an institution. Belbin (1981: 126)terites, “Management teams are
commonly made up of members holding particular agpeents. They are there by

virtue of the offices or responsibilities they repent”. From the above statement | wish
to deduce that when a teacher applies for a headepartment (HOD), or deputy

principal or the principal posts, s/he is applyfog a management post. Therefore, in
schools, one cannot divorce a particular highett fr@sn any managerial functions

attached to it.

As has been mentioned, in order for the SMT to tionceffectively, it must have

clearly defined roles and duties, and | now turthi&se.

2.2.4 The roles of the SMT - problems and challenge

“A role can be defined as a set of integrated bislas associated with an identifiable
position” (Sergiovannit al1999: 169). They view a role as having a relatiorhe
position of a person to play that role. This metresefore that the role a particular
person is to undertake is, in a way, influencedhlsfher position. However, there is
little agreement on the issue of SMT members’ raled duties both local and abroad.
Research in Britain has shown that “...it is evidibrat many heads and senior staff are
inadequately prepared for their new responsibditi€Bush 1995:5). | think that
amongst the responsibilities Bush is mentioning, ritles and duties of the SMT are

part of it. Similarly in a South African contextykhwareni (1995) argues:

School management teams must be made aware ofrttesr and that
they are responsible for the fates of their respecschools and the
people associated with them. Being aware of theies; they must
unflinchingly accept the obligation to take theddaa performing them
with dedication... It became clear that most schoahagement team
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members are not aware of their roles, and lack-service training for
team members before or after assuming promotiotspeas cited as
one important factor.

Lukhwareni here emphasises the fact that SMT mesnher not familiar with their
roles and he provides an answer for the malfunictgorof the SMTs in managing
schools. He cites the lack of training of prospectnanagers as one of the key factors.
He also claims that the absence of proper suppmrt the department of education is a
key factor for the obliviothe SMTs find themselves in. It becomes evidemhéothat
SMTs need intensive training in school managemé&he department of education
needs to conduct regular workshops and seminakedp SMT abreast of their roles
and functions. Furthermore he points out that withguidance and support from the

department, the SMT members are lost.

In the same vein, Scott and Walker (1999: 50) argue

Without the right support, it is argued that teamkvoan be little more
than a token form of democracy, and if schoolstar@ptimise their use
of teams, they must face up to some of the inctarsiges evident in
their structures, systems and processes.

It is human nature that people do not know all. réf@e, from the
argument above it becomes apparent that for SMT®Irotion more
effectively, support from the department of edumatshould be an
imperative.

The Education Human Resource Management and DeweltpManual (DoE 2000a:

2) argues that:

The new education policy requires school leadedsraanagers to work

in democratic and participatory ways to build nelaships and ensure

efficient and effective delivery, but many schoshdlers and managers
are struggling to translate policy into practice.

Firstly, 1 should think, in this case “school leegfemean the SMTs. And the manual
expects them (school leaders) to know their rotes fanctions in school management
in order to facilitate effective delivery. Secondby being leaders they must be at the
forefront of school activities and initiate new vgagf doing things. This reminds me of

a workshop | attended on vision crafting (held be 25 February 2003 at a local
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school). | was co-opted by my principal to be pn¢sm the basis that | had attended a
similar workshop the previous year on the Schooldd@pment Plan (SDP). One of the
facilitators said school leaders must not be aftaichake mistakes in their endeavours
to explore. He was of the view that leaders neeexfzeriment and try out new things
and ideas and in that process they make mistakésaitcording to him, are acceptable.
However, he warned that it must not be the tendehdyaders to make mistakes! This
attitude signifies an open-ness to experimentaiwh even failure, crucial components

of teamwork.

However, to be able to try new things, the SMT merabmust be conversant with their
roles and be committed to carrying them out, agviehmentioned. It is also salutary to
remember that SMT members are teachers, and habalgy received more training
as teachers than as managers. It becomes evidgnhéhroles of the SMT can be both
educational and managerial and | discuss themainatder.

2.2.5 The educational roles of SMT

The manuals on education management developmetedfto above are also vocal
about the roles of the SMT. One of the manualsiktips that the roles of the SMTs are

to:

Organise activities that support teaching and legrn
Administer teaching and learning (DoE 2000a: 3).

The above roles are concerned mainly with evenataities of the school and are

therefore educational. The manual continues:

The SMT is responsible for the day-to-day runnifithe school and for

putting the school’s policies into practice, whilee school governing

body (SGB) determines the policigbid: 2).
The above point makes a clear distinction betwdwn rbles of the SMT and the
responsibilities of the SGB. The day-to-day running the school requires
professionalism (which the teachers have) and #terchining of school policies in
ensuring quality education is inspirational andiorided (the terrain of the SGB).

Parents are seen to be in a better position tordete the future of their children and to
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dictate the ethos of the school. Hence the teachingarners and the way in which
school is run remains in the job description of teachers. Sithole (1998: 106) also

emphasises this point:

School management is responsible for the manageofethte day-to-
day administration ... of the school by ensuring effee teaching and
learning, and the efficient use of the school's homand material
resources.
This may be argues to be an impoverished view bbalcmanagement, since it is
suggested that SMTs work only within the domainirdernal school functioning.

However, Louiset al (in Blase and Blase 1999:130) argue

In recent years, the restructuring of schools tp@ner teachers and to

implement school-based shared decision-making égdted in a move

away from bureaucratic control and toward professisation of

teaching.
They are of the opinion that the democratisatiothef education system is the key to
the transformation of the whole education fratgrnithey envisage democracy as an
instrument to restore the dignity and professi@malof teachers because it gives them
(teachers) more power and control. By professieatibn they acknowledge that
teachers have specialised jobs to undertake. MereBlase and Blase (1999:130)
argue that teachers are “professionals who progchemic and moral services to
students”. They remind us here that apart from ewea duties a teacher had to
perform, they also instil moral values in learndémsschool management they also view

teachers as parents and guardians. Teachers @ite saiin loco parentis.

Wallace and Hall (1994:57) share the same sentsraamd state that, “The basic aim of
management team is to maximise the potential ofestis and staff”. First and foremost
the SMT need to see to it that there is effectivgan in the school. However it is not
enough for the SMTs to enhance one dimension oétilndents and staff, for example,
feeding their minds only; they need to uplift themtheir totality (i.e. both mentally,
physically, spiritually and emotionally). To achéevthat, school management would
need to change the ways in which they manage sslamaol be responsive and adaptive
to the dynamics of education.
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2.2.6 The managerial roles of the SMT

It has been argued that SMTs have more than oeetagblay in schools. Apart from
ensuring ‘academic excellence’ they become theelsadf the school and initiate
programmes that will enhance the standard of thieeesthool community. The SMT is
expected to generate ideas and see to it that dheok is vision-led. Thus The
Education Human Resource Management and Developkt@antal (DoE 2000b: 10)
argues, “it is the role of the SMT to work out htiwve school can be organised best to
bring about the vision of the school community”.eT&bove role is managerial in that
the SMT will constantly plan, implement and monitioe observance of and adherence
to the school vision. Consequent to that co-opamathe SMT is said to have managed

the whole process.

Wallace and Hall (1994:57) argue:

The management role of the teams was complex bedgawss in no
sense exclusive: it was linked through individua1TS members’
responsibilities and through communication strueguto staff with
middle-management responsibilities (such as he&dacalty or heads
of year) and to the rest of the teaching and suspaff.

Wallace and Hall here emphasise the fact that ¢idumed and managerial roles of the

SMT overlap and therefore are inseparable anddpeyate side by side.

Sergiovannet al. (1999:72) elaborates and states, “Management, ibl@esgh critically
important, are not central. Indeed, they exist dol}complement educational roles”.
This will be accomplished mostly in a democratidesbof management, the focus of the

next section.
2.3. Democratic management
Since team management finds its conceptual homeaimagement approaches loosely

termed ‘democratic’, it becomes appropriate to @randemocratic management more

closely.

30



Morrow (1989:28) claims that the word democracyhighly political and therefore
goes hand in glove with power and the politicshef day. | also believe that the way in
which one defines democracy is influenced, in serag, by politics. Parry and Moyser
in Beetham (1994:44) argue that democracy meagtnaily the ‘rule’ or ‘power’ of
‘the people’. Parry and Moyser further postulatattim any attempt to measure the
extent of democracy, the degree of popular polipeaticipation must constitute one of
the indices. Beetham (1994:44) suggests that ... 6deswy, as the ‘power’ of the
people has to be attenuated to ‘rule’ of the pe€ople South Africa, political

democratisation began with the first democraticteas in 1994.

Benn and Peters in Morrow (1989:115) postulate,MbDeracy is often used nowadays
in an extended sense, to cover other things be$es of government...” Morrow
(1989:115) further argues that “...as soon as wekthinfdemocracy’ as (primarily) a
‘form of government’ or a ‘political system’ we ao@a the way to thinking of education
and democracy as, at best, only contingently, ¢erazlly, linked to each other”. He

also claims that:

Education cannot itself be ‘democratic’ becauses¢haho are not yet
educated do not yet possess capacities and abilitieparticular those
related to rationality, which are a prerequisite participation ibid:
115).

Morrow emphasises education and rationality of sleni makers. He claims that

educated people will be more eligible and suitablparticipate in any decision-making

structures because they can make informed decisibingt is why representative

councils of learners (RCLs) are prohibited in pmynachools - those learners are not
yet ready to make correct judgements, and alsottwyguestion of the role of RCLs in

secondary schools is so problematic (Nongubo 20D4¢. fact some of the schools’

stakeholders (parents for example) might be iHiter does not mean they are
incompetent in identifying what is right for thashildren’s future and how best they
can improve their children’s education. On thatregcHiggset al. (2000:9) argue that:

Democratization of education as a political projéct build up a
democratic society very much depends on the degfrparticipation of
the members of the society in the decision-makioggss.
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From this point of view when one talks about derabsation of education, it is
necessary not to discriminate against people. luldvde axiomatic that if you
discriminate against people, you are marginalighmgr degree of participation. In a
nutshell one cannot talk of democracy whilst thejomiy of people have no
contribution in making critical decisions. Havingid that though, it ieccepted that
people be represented in the decision-making strestf that arrangement suits them.
This, in some cases, is due to the level of ‘orgmion’ literacy in that organisation.
Therefore the move towards democratisation in ScAitica is in line with the
developments worldwide. Bush (1995:52) assertsdbatocratic or “collegial models
include all those theories that emphasize that pame decision-making are shared

amongst some or all members of the organisation

Hartshorne (1992:343) argues that:

It was decided to adopt the approach that managemes the
philosophy and practice of decision making, with thle influences
brought to bear upon this process by participataonsultative and
negotiating procedures, and the relevance and te#eess of the
information and plans available to the decision-imgbodies.

The decision-making bodies are all the schoolXedtalders. The democratisation of
education includes the idea that all stakeholdbmilsl be able to participate in the
activities of the school. The said activities ird#udecision-making, governance and
resource allocation. Having said that though, pedplan organisation can participate
at different levels according to their levels of perise. Bottery (1992:165)

distinguishes three different levels of participatinamely:

Pseudo-participation (where no real decision-maisrajlowed),

Partial participation (where equality of decisiolakmg is not allowed,
but influence is)

Full participation (where there is equality of d#aen making).

Bottery (1992) suggests that members of any orgaais need to participate fully in
taking decisions that will affect all stakeholdeFaull participation will make the
stakeholders own those decisions and abide by theso doing, people adopt an ‘all
sink or all swim’ approach in that they will enjdlye successes together and accept

their failures gracefully. The Task Team Report EDA996:27) argues that
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“management should not be seen as being the taie déw; it should be seen as an
activity in which all members of educational orgations engage”.

According to Owens (2001:284):

Participation is defined as the mental and emotianalvement of a
person in a group situation that encourages thiwichaal to contribute
to group goals and to share responsibility for them
Owens emphasises involvement and contribution tdsvargroup goal. In his point of

view participation is also a moral act.

Morrow (1989:110) denotes two notions of particiqpat namely:

A kind of negotiation mechanism or bargaining pssceHere one can
talk of the right of people to participate in deors, which affect their

lives ... [and] a kind of participation where all g presuppose human
community

In most cases, democratic management and effeegesre used synonymously, i.e. if
a school’s style of management is democratictiken for granted that the school will
also be effective. This is problematic because thatot a cut and dried situation.
School effectiveness may be as a result of manyprfmand not management alone.
However, in a democratic environment it is antitgohthat people work together
towards a common goal and for a common good. Noygdaore often than not, in
schools where there is a shared vision, respoitgibihd decision-making, the school is
said to be more effective. This is because alledtalders must have made a valuable
contribution to the activities of the school. Sctd Walker (1999: 52) emphasise this

point:

If we believe that democratic management is thé pateffectiveness,
such belief is consistent with an attraction tolaimbration and co-
operation as opposed to competition and isolatang it is almost
universally unchallenged.
Bush (1986) is also of the view that in democratanagement all have equal voices in
determining policy. Democratic management assuimasail members have the right

to share in the wider decision-making process.

33



In other words, democratisation of management ucation suggests that management
processes, such as decision making, must be dalieet. Decentralisation is another

component of democratic management.

2.3.1 Decentralised management

As has been pointed out, the apartheid regime uthSAfrica imposed a system of
education where the schools did not have authanty power to control and manage
themselves. This resulted in their serving the sedgdhe department and not those of
the community. Power and authority were clusterethe departmental officials and
other higher echelons of education. The governmktite time did not want to involve
people on the ground in issues that concerned #@uintheir futures. It unilaterally
decided on what was best for the people of Soutiic@&Afand how best they could
manage their own schools. However, the need foerttealised management amongst
the Black schools grew and it was realised thaer&hshould be a high degree of
decentralisation (on a geographical and not ontlamebasis) to provide for maximum
involvement of the local community in education”nfigrhalteret al. 1991:11). It is
evident that the government did not want to giveala&community schools power and
authority to manage their own schools i.e. it didt want to decentralise its
management function. But of course, decentratisait not a panacea. According to
Pollittt et al. (1998:1) “...decentralisation is sometimes madeoiand like a miracle
cure for a host of traditional bureaucracy andtjwali ills”. In order for decentralisation

to be effective people need to be optimistic thaitili bring about change.

Recently, Mr Stone Sizani (EP Herald 2002: 6) farrwEC for Education of the

Eastern Cape asserted “although the departmentde@entralising its management,
democracy is impractical when schools have no aiytioThe minister recognised

that school management teams possessed a knovidaggdrom which they could lead
the school effectively. Also, through that knowledgmerges authority, which as
Bottery (1992:164) suggests is both the teachegsit rand duty to perform. Bush
(1995:81) refers to this type of authority as thathority of expertise — in professional
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organizations there is a significant reservoir oWpr available to those who possess
appropriate expertise”.

Walker (1994:38) argues

Decentralization to a school level is accompanigd demands for
schools to be responsive and flexible internallg &nis, in turn, has
spurred a search for structures and ideologies hwhittow such
conditions to emerge.

The Task Team Report (DoE 1996a: 33) suggestdrihaider for management to be
decentralised, school communities should have *“.r@ader and more inclusive
understanding of education management developm&hts. understanding embraces
among other things:

The development of managers: the education traimimgy long term
support of managers

The development of management: articulating andadip@alising the
principles of good management practice in SouthcAfr

The development of organisation: developing andasugag effective
structures, systems and procedures for improve(hadt 133)

Once power and authority have been decentrali$exdsthool and subsequently the

teams are given freedom and autonomy to managestiess.

2.3.2 Freedom and autonomy in schools

Once the team has been established, Walker (18g4sts that it (the team) should be
given freedom. Hayes (1997:199) postulates, “Tlnt@eeds to be able to make its
own decisions about how it carries out its worlg anll not be able to function well if
its decisions are frequently overruled or interflenath”. This statement is fundamental
to the exercising of power by a team. It depictsttieory underpinning an autonomous
body. Hayes suggests that a team must be given rsatedate to use their own

discretion without fear of having it rejected.

However, Walkerlpid.40) cautions:
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The greater the degree of autonomy the team emjottse school, the
more important it is to show the relationships agsinthe various
organisational component®id: 41).

The above point suggests that if teams work indégeinof external influences, the
better internal arrangements need to be so thataheus parts understand their role
within the whole. It is thus almost as though mdfeedom’ requires more

coordination.

Clement (1996:23) asserts, “...Autonomy requires tnbe free of one’s coercion in

one’s decision making”. According to Clement, togh#gonomous is to be independent
of the influences of your superior. An individualist have total control of the situation
at hand. In schools “teachers require a measugmnomy in the conduct of their

professional activities” (Bush 1986:49).

From a philosophical point of view, Kant in Hill§21:43) asserts “...autonomy is the
foundation of human dignity and the source of adratity...” Here Kant is arguing for
self-determination. He suggests that a person meigiiven respect in order for that
person to see him/herself as valuable and his/loek appreciated. He is of the view
that autonomy means recognising the people’s stierend weaknesses and admiring
them. In the same vein, Clement (1996:22) arguesautonomy means self-
determination. An autonomous person is the one i&ha control of his or her life

rather than being controlled by outside forces”.

Weale (1999:62) asserts that

‘Autonomy’ literally means prescribing a law to @edf (from the Greek
autos, bneself’ andnomos ‘law’), so that a democratic community
would be one the members of which prescribe thes laWw their
collective life to one another.

In Weale’s terms autonomy means setting ruleswiiaaffect yourself and vowing to
abide by them. What is important in autonomy, tfaree is that you do not have a set
of rules prescribed somewhere, you set rules thihtaftect your life yourself. “If
people are given responsibility and autonomy, thvdl/rise to it: if they are trusted,
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they will be trustworthy” (Hayes 1997:23). Hayesénhes of the view that people in a
team are what you make them. Therefore it is ingmarto instil the sense of trust in
them first by acknowledging that they are capalbleaorying out the job at hand. That
optimism will enhance their morale and they wilt geb satisfaction and consequently

do well in their endeavours.

In more sober vein, Morrow (1989:5) argues thatdI8outh African context autonomy
is a little understood notion”. This, | would s&ybecause people were never given the
opportunity to exercise the freedom of governingnielves. The apartheid system did
not give people on the ground a chance to expexisunch a phenomenon.

Giving people freedom and autonomy implies thataiermpowers have been delegated
to those people. By virtue of their being in cohtvbtheir activities with no directives
to follow, they will feel totally responsible anda@untable. Therefore delegation goes

hand in hand with responsibility and accountahility

2.3.3 Delegation

Sometimes managers are overwhelmed by the workdbepr they cannot be in two
places at the same time. In that case they willl @ssistance. Therefore managers need
to make a decision as to whom to assign certaireslub. S/he will then have to
delegate some responsibility to his/her subordsate Blair (2003:1) argues,
“Delegation is a skill...” and not the act of shelyirsome responsibility to the
subordinates. This is withessed by the fact tHfasdmething goes wrong, you remain
responsible since you are the managé(lbid: 1). This means that accountability for

the work rests with the manager itself and not whidelegated team.

Musaazi (1982:100) defines delegation as “the m®«# dividing up your total work
and giving part of it to your subordinate or suboates”. Musaazi refers to delegation
as a ‘process’ and not an event. Therefore detmgatinot the same as asking a person
or a group of people to do you a favour. Blair (2Q) states, “The key to delegation is
gradually”. He suggests that through graduallydog and assisting your subordinates
you instil confidence in them. In the long run ywill have a perfect group whom you
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can trust and be confident of, because you hawvet gjmee with them, scaffolded and
nurtured them. In other words you have supportethth

This is in line with Hersey and Blanchard’s (in Hagd Miskel 1996:292) situational
leadership model, where members are graduallyoleéaaturity’ and the point at which
delegation can take place. Initially leadershiphef team is expected to be “high in task
and low in relationship behaviourslb{d.). This means that the newly formed teams
need guidance and assistance because they ares@nd are not familiar with the
work at hand. They need to be developed towardislsgrmination where they can be
confident of being conversant with their dutiesc®m team reaches that stage, certain
duties can be delegated to it. Until that stage#&hed, the team will need directive

leadership. According to them this is because:

Individuals who have a high level of task-relevamaturity not only
have the ability, knowledge, experience, and mtitweto do the job but
also feelings of self-confidence and self-respéciua themselvesi{id:
1991:292).

Blair (2003:1) asserts that by delegating some ofiryresponsibilities, you are
“entrusting your authority to others”. It is axiotita according to Blair that you do not
just delegate responsibilities to a group or a taachkiss them good-bye. He suggests
that you remain part of the team even if you argsmally not there because some of
your powers and mandate remain with the team anday® equally accountable for the
results. Most importantly, “Delegation underpinstgle of management which allows
your staff to use and develop their skills and kiealge to the full potential. Without
delegation, you lose their full value” (Blair 20003 He is of the opinion that if
subordinates are not given an opportunity to egertneir capabilities, managers can

never get to know their subordinates’ full potelstia

However, it is argued that not all the tasks camdélegated, as some of them remain
part of your job description. Blair (2003:5) argubat “there are managerial functions
which you should never delegate — these are thsopalpersonnel ones which are
often the most obvious additions to your respoligés as you assume a managerial

role”.
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Drake and Rue (1999:111) in Cunninghatal. (2000:141) assert that:

Greater decentralization can bring schools clogethé people so that
the schools may make decisions that will immedyasdfect the local

area and provide the opportunity for their ‘custesheto have a

reasonable impact on the decision-making process.

In a school situation the allocation of work is mogimple task a principal can perform
on his/her own. On one hand this is because timeipel will feel overwhelmed by the

amount of work s/he will have to do. On the othandh the head together with the
teachers of that department know their needs bigtser the head of the school. Hence

subject allocation is one of the tasks delegatatddiead of each department.

Murphy in Cunninghanet al. (2000:141) raises questions about delegation:

...School districts are moving more toward a decéisgd or site-based
approach. Much research suggests that decentrafizatmost effective,
although all are not convinced of the benefit &S shifts in power.
Murphy asserts that delegation is appreciated amt#ting, but also reminds us that not
all senior managers and principals are happy abbating and devolving power to
subordinates. The same applies to subordinatesavehnot ready to take responsibility
and the power to carry out duties that were hithesthin the senior structures.

However, as | highlighted in the introduction, demadic management practices are not
the absolute solutions, but are widely recommenfigdthe kind of management
practised in this epoch. But they also have then shortfalls. 1 now pay special

attention to the limitations and shortcomings aines.

2.4 Limitations and shortcomings of teams

It has been argued that teams are better than grand that they are widely
recommended. However, teams have their own liroitatiand shortcomings no matter
how effectively and efficiently they operate. Featlers who want to influence team
decisions, Hayes (1997:187) concludes that teanestfaublesome to manage”. In this

sense teams need to be autonomous. Ironically steédra function well form a strong
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unit with specific objectives in mind and have ati®vised means and strategies to
achieve them. Outsider influence — even a strorglde - might jeopardise their

functioning.

He also argues that teamwork is time-consumingan tnuch time is spent “in defining

goals, discussing approaches, and looking at altieas (Hayes 1997: 187). Achieving
teamwork is “largely a human-relations exercise (lbid.: 187). Hayes here suggests
that teams need to work towards good relations gstoimem, and in the process the

level and the amount of work to be done can bafgasat.

| have already alluded to particular challenge iehein making teamwork ‘work’ in
contexts where members have been socialised inthingpindependently of other, or
where members are accustomed to responding taiatisins from legal authorities.
Thus the particular education management contegouth Africa — as described be
the Task Team Report earlier — will pose a chaketrgthe successful implementation

of team management.

2.5 Summary

This chapter gave an overview of team managemewora@iag to significant literature
and policy documents. | started by giving the d&gén of a team to narrow the scope
down and avoid confusion. This was followed byidgtiishing between a team and a
group. The importance and appropriateness of t@ams organisations and schools
was then discussed. In exploring the viabilityedrns certain team dynamics emerged
and special attention was given to the followingtenogeneity in teams, team

effectiveness and rapport in teams.

Team management was presented as a response dalltiier the democratisation of
the education system in South Africa, as well asnbed to break with the authoritarian
apartheid past. | then distinguished between cadjper and competition in teams, and
discussed joint vision building as a cornerstonergfanisations. Teams are expected
to have a shared vision, which serves as a ‘corhffassdirects any organisation in its

endeavours to becoming better organisations.
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Legislation expects all schools to have SMTs, batd is little agreement on the size of
the body and the roles of its members. This chalp#er also discussed democratic
elements such as decentralised management, freaddnautonomy in schools and
delegation. These have been described as urgessiyed in our schools in the new

dispensation.

Lastly this chapter critiqued team management byhlighting shortcomings of

teamwork.

In the next chapter | discuss the methodology ursdhis study.
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CHAPTER THREE
RESEARCH METHODOLOGY

Research is a process through which scientistesaically investigate
various natural and / or social phenomena in ordergenerate new
knowledge and validate the dl@/amahiu 1995: 114).

3.1 Introduction

The aim of this chapter is to provide a discussidnthe research paradigm and
methodology used. | also discuss the sample of tongys data collection tools, data
analysis as well as validity and reliability. Theeuof triangulation is then examined.

Ethical considerations | have born in mind througttbis study are also discussed.

3.2 Research paradigm

There is no cut and dried definition of a paradigitany writers define paradigms
according to their specific context. According tal@a (1990: 17) in (Denzin and
Lincoln 2000:19) a paradigm is a “basic set of dfslithat guides action”. It is evident
that the researcher does not work haphazardly os/les pleases; therefore, it is
expected that s/he work systematically according tertain frame of reference which
will dictate the kind of methods s/he is to emplag well as the kind of data
anticipated. Hence Terre Blanche and Durrheim (1989 argue, “Paradigms act as
perspectives that provide a rationale for the me$eand commit the researcher to
particular methods of data collection, observataom interpretation”. According to
Terre Blanche and Durrheim (1999: 36) “Paradigme aystems of interrelated

ontological, epistemological and methodologicabiagstions”.
A paradigm therefore is more than a worldview oilgdophy; it also frames the
approach and methodology of enquiry. A paradigm &asabstract (philosophic)

reference as well as being a practical guide todkearcher.

Some writers view a paradigm as an umbrella condbat embraces both the
researcher and the research methods and methoel@®gnzin and Lincoln (2000:19)
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view a paradigm as “the net that contains the rekeds epistemological, ontological
and methodological premises may be termed a parddiguhn in Mrazek (1993:20)
defines a paradigm as “an overarching conceptuadtoact, an understanding of how

the world or some segment of it operates”.

Research texts generally distinguish four chiekmations to research: positivism,
interpretivism, critical theory and post-structisal. The interpretive approach is well
suited to research in the social sciences becduse apnstructivist base — it seeks to
uncover how actors make sense of their “realityiisTapproach therefore suits this

study.

3.3 The interpretive paradigm

My research is situated in the interpretive panadigTerre Blanche and Durrheim
(1999) suggest that the interpretive researcharipgse is to gain understanding of
situations that are complex. . This study is sédatn schools that are complex
networks in which staff members interact at varidegels (Cheung and Cheng
1996:23). Rubin and Rubin (1995:34) argue thatrpmegive social research emphasises
the complexity of human beings, and attempts tstant and understand their worlds.
Working in this paradigm implies that | have invgated people within their contexts
and attempted to make sense of their interpretatnohexperience of SMTs. According
to Cohenet al (2000: 22) “...The central endeavour in the intetipe paradigm is to
understand the subject world of human experiend&stking in this paradigm has been
appropriate because it has afforded me the opptrtém find out what the SMT
members think of SMTs and how they understand treept and its implications.
According to Bassey (1999: 43) “...reality is seemasonstruct of the human mind”.
And to Denzin and Lincoln (2000:19) “Qualitativesearchers stress the socially
constructed nature of reality, the intimate relagiop between the researcher and what
is studied, and the situational constraints thapshinquiry”. In this study | relied on
what the respondents told me and subsequently tdednearth reality from their
responses. Also | tried to make sense of what M&sSunderstand about the school

management.
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“Interpretive researcher recognizes that by askjngstions or by observing they may
change the situation which they are studying” (Bas$999: 43). Since | have been
interacting with many SMT members, my findings hdneen in some way analysed
relative to the behaviour of my respondents. HdBassey (1999: 43) further argues,
“to the interpretive researcher the descriptiondwaman actions are based on social
meanings; people living together interpret the nregs of each other and these
meanings change through social intercourse”. Sogitdraction of people is a

cornerstone of individuals constructing meaning aedlity of their surroundings.

Through that interaction people are then able pyess their lived experiences.

Also working in this paradigm has granted me opputies to generate knowledge
concerning the operation of SMTs in schools. Ba$3899: 44) acknowledges, “To the
interpretive researcher the purpose of researth a&lvance knowledge by describing
and interpreting the phenomena of the world innapis to get shared meanings with
each other.” My choice of this paradigm has alsabéed me to access members shared

meanings, and how they view their practices.

3.4 Research participants

Before | decided on who my participants would bdk careful consideration of
Arksey and Knight's (1999:50) precaution that

Sampling always needs to be done thoughtfully, esittee sample of
respondents or informants affects the informatiwat will be collected
and determines the sort of claims that can be rahdat the meaning of
the information

| included all the government-aided high school&mhamstown. | chose these
schools on the basis of “availability, accessipjland theoretical interest” (Schwandt
1997: 140-1). My sampling was therefore driven fihiey convenience. Also on the
basis that the formalisation of team managemeatéxent development in South
Africa and it would be interesting to see how d#fet schools are responding to this
challenge. Hence | selected these schools witkeafgppurpose of finding the general
understanding of the SMTs’ perceptions of SMTsd$itug all 10 schools - 6 from the
local township, 3 ex-model C schools, and 1 fromabloured township — has
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produced a broad and varied picture of the impléateEm and nature of SMTSs.
However, | must stress at the outset the purposigeastudy is not to compare schools

(or types of schools) with each other, but simplptild a comprehensive picture.

3.4.1 Respondents’ profile

The total number of my research participants wag Rfterviewed eleven of them. Out
of eleven interviewees, five were principals -radlles; two were deputy principals -
both females; two HODs - a male and a female; as¢ lpvel 1 educator and 1 grade

coordinator, both females.

The principals’ experience in the principals’ pmsis range from 6 to 11 years. The
deputy principals’ experience in that position waand 11 years respectively. The
HODs had 8 and 10 years experience respectively pobt level 1 educator had 6
years experience in the management of the schomkhe grade coordinator had only 3
years experience of school management. The majgfrthe research participants had
thus been in management positions long enoughv® &gperienced both pre- and

post-SMT policy.

3.5 Research Tools

3.5.1 Questionnaires

My first step in the data-collection process wasgsfiwnnaires administered to the SMT
members of the schools. Walker (1993: 91) suggemsts a questionnaire is “...a
formalized and stylized interview, or interview pyoxy”, and | did indeed find that
most of my interview questions emanated from thestjannaires | designed (see

Appendix B).

Before | administered the questionnaires to thpaedents | first piloted them. This
helped me to identify questions that repeated tbbras or were ambiguous and
needed adjustment. Writers such as Oppenheim (1RER)ison (1993), Wilson and
McLean (1994:47 — all cited in Cohenal 2000:260) highlight many functions of
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using the questionnaires. Oppenheim (1992:48) ime@e@t al (2000:261) summarises
those functions and says, “everything about thestirenaires should be piloted,
nothing to be excluded, not even the typeface eqgtiality of the paper”. | piloted my
guestionnaires on one deputy principal (a memb&MT) because Oppenheim
(1992:62) suggests, “...respondents in pilot stusiesild be as similar as possible to
those in the main enquiry, that is they should pelgemental sample”. This helped in
reducing the likelihood of getting a diversity ofsavers to the same question. Answers,
of course, varied from SMT to SMT according to the@icumstances but the context

through which they answered the questions remasimediar.

| handed out 42 questionnaires and onlf{&®ut 67%) were completed. The reasons
for the SMTs not filling the questionnaivaried from school to school and from one

SMT member to the other (see Research Realitiesvpel

In the questionnaires | used open-ended quesioingite an honest, personal
comment from the respondents (Cole¢ml. 2000:255). My questionnaires included
guestions that revealed:
» Biographical details (to provide a picture of ttlenple as a whole in terms of
experience)
* Their experience and perceptions of their rolehiwiSMTs in managing the
school,
» Their understanding of the opportunities and chaks involved in team

management.
The purpose of the questionnaires was to collesediae data, revealing a general

picture of what was in place on the ground in teoh$SMTs, and what the general

attitudes to SMTs were.

3.5.2 Interviews

Semi-structured interviews were my chief data oviba tools. Kvale (1996:125)

defines an interview as
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An interpersonal situation, a conversation betw®emn partners about a
theme of mutual interest. It is a specific formhafman interaction in
which knowledge evolves through a dialogue.

Using an interview as one my research tools gazegbpondents a chance of
demonstrating what they know about SMTs, as wedxgdoring their attitudes and
perceptions. Coheet al.(2000:267) suggest that

interviews enable participants — be they interviewsnterviewees — to
discuss their interpretations of the world in whittey live and to
express how they regard situations from their onintpof view.

Interviews therefore are a way of sharing the erpees one has had in terms of

his/her context. Interviews are narrative and depie respondents’ lived world.

| first ran a pilot interview. Piloting the inteexv helped me to “come to grips with
some of the practical aspects of establishing a¢coesaking contact, and conducting the
interview” (Seidman 1991: 30). That gave me an ojymity to re-organise and
restructure my interviews based on what | had kefaom the pilot interview. Piloting

the interviews minimised mistakes in the main wi@ws.

| conducted all the interviews in the respondeptaces of work in order to honour
their personal comfort. | held most of the intewsein their offices and some in
convenient places such as in their school’'s laboyatin one instance | had to

interview the principal in his house.

| interviewed as many SMT members as necessamndoolt what | needed to know
(Kvale 1996:101). Thinking that perceptions mightyw across post-levels | ended up
interviewing 11 SMT members in total: 5 principa®sdeputy principals, 2 HODs, 1
post level 1 educator and 1 grade coordinator (sésoparticipants’ profile). The final
interview sample was to some extent dictated bguanstances, but | felt | had

managed to interview a representative cross-secfiomnagement.

In all the interviews | used an interview schedideamar 1999: 109) (see Appendix D).

This helped me to be focussed and not wander dntrakevant questions. According
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to Robson (1993: 238) “The interview schedule cansimpler than the one for the
structured interview ... and may include the follogiin

* Introductory comments (probably a verbatim script);

» List of topic headings and possibly key questianagk under these headings;

» Set of associated prompts;

e Closing comments.”

The interview schedule has been very useful to ecalse it served as a checklist of
what | needed to ask, and has assisted me to watersatically. My questions
extended and built on the questions asked in trestgunnaires, but of course the
interview responses were far richer than the qoestire data. This is facilitated by the
fact that an interview is a shared interaction Ileetw the interviewer and the
interviewee. Adopting a semi-structured interviepp@ach left me free to probe
beyond superficial answers (May 1993:93), so thatuld be responsive to emerging
issues (Schwandt 1997:74).

All interviews were tape-recorded. Using a tapeorder demonstrates to the
informants that their responses are being treawibusly (Arksey and Knight
1999:105). Generally people | worked with appeatedbe familiar with being
recorded. To Seidman (1991: 87) “if something id4 nktear in a transcript, the
researchers can return to the tape-recorder andkch® accuracy.” Recorded
information is original and one is unlikely to getlistorted version of the information.
| used a tape recorder to record the interviewasmot to leave out any valuable
information, and to get a true reflection of whhe trespondents told me. A tape
recorder reduced the possibility of misinterpretatiand hence the distortion of
information was minimised. Seidman (1991: 87) asgimat participants feel inhibited
by the tape recorder at first but “soon forgetdbeice”. This has been true in my study
where one respondent initially refused to be reedrdShe claimed that she was not
aware that | was going to record her. | pointed that recording the interview was
about more than convenience, but also ethical sssiiech enables the researcher to
verify his/her data. She agreed, and | recordedrteeview. | did not notice any sign
of her being intimidated by the tape-recorder. IHguctance raises an issue | shall

return to later.
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3.5.3 Observation

“Observation is a direct firsthand eye-witness aotoof everyday social action...”
(Schwandt 1997: 106). Being an observer implied thaas indirectly involved in
SMTs meetings and was witnessing their behavidtsthand. Before | observed their
meetings, | communicated with the principals aredriéést of the team that | would need
to observe one or more of their SMT meetings. Titecppals had to come back to me
and inform me of their next meetings. With informednsent | undertook overt
observation because the respondents knew thatvibey being observed (Cohen and
Manion 2000:314). By informed consent | safeguarthesir privacy and welfare, and
gave them a choice about whether or not to takeipany study (Arksey and Knight
1999:129). Their voluntary participation made tlsrepsier for all of us because they
participated freely as if | was not there. Dienad &randall in Cohen and Manion
(2000:51) define informed consent as “the proceslurewhich individuals choose
whether to participate in an investigation aftenganformed of facts that would likely
to influence their decisions”. In most cases thegypals agreed on the SMT members’
behalf and just informed them of my coming to theieetings, but that did not

constitute any problems in as far as their coomeratnd contributions were concerned.

Observation revealed things that my respondentsldvoot normally tell me and
information that may have been missed in an ingsvwvand other forms of data
collection (Cohen et al. 2000: 305). | used obd@wmaas a supportive or
supplementary technique to collect data that magptement or set in perspective data
obtained by questionnaires and interviews (Rob€a#81238). In observations what
people think and do is seen in practice. In thanglahe rationale and purpose behind
certain decisions may be determined. | was thareh@ir meetings) to observe the
processes and procedures using an observationudel{@gpendix E). The object here
was not to check for accuracy of data, but to lgelip a picture of how participants live
what they believe. | went into the schools knowimgdvance what | was looking for
which Coheret al (2000: 305) refer to as structured observatiactotding to Patton
(1990: 11) systematic and rigorous observation lires far more than just being
present and looking around. The drawback of thisr@ch is that one may be too
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strongly focused on what one is looking for andstimiss the unexpected, or more
subtle forms of interaction. This happened in myeced some extent. On reflection, a

more open-ended schedule may have been more useful.

As Robson (1993: 206) puts it, structured obseowmati...is a way of quantifying
behaviour... [and] tend to take[s] a detached, ‘mlgerver’ stance”.

As both the researcher and a local teacher whoemaabto know something about the
schools | was working with, the danger of bias @neljudgment was ever-present.
Here Scott and Usher (1996:21)’s advice is invdiiab

...we must recognise our situatedness [and] we nisgt'lbracket,’ i.e.
temporarily set aside, our meanings, suspend objestvity and
assume the attitude of a disinterested observer.

3.6 Triangulation

As reported earlier, | collected the data from ¢hdifferent sources, and in my data
analysis | attempted to triangulate the sets o&.dAtcording to Patton (1990: 187)
“Triangulation is the combination of methodologi@s the study of the same
phenomena or programs”. Patton argues that it vssable that “multiple sources of
information [be] sought and used because no sisglace of information can be
trusted to provide a comprehensive perspectivin@fissues being researchedsidl:
244). Triangulating the data sets gave me a bropidture of what the respondents
perceived to be true, because | approach the wseprestion from various angles.
Triangulation can also increase the validity ofdfimgs because the strength of one
approach compensates for the weakness of the @ftagshall and Rossman in Patton
1990:244).

There are assumptions underlying the use of tri@tign in data analysis. According
to Schwandt (1997:163) “...data from different sosroe methods must necessarily
converge on or be aggregated to reveal the trufl@’. Mouton (1996:156) the
underlying assumption is that, “because varioushoud complement each other, their
respective shortcomings can be balanced out”. fithik bf the matter is, using various
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sources of data does not necessarily mean thadataefrom one source will neatly

complement others. And information gathered by omhe research tool does not
constitute poor or unreliable information. Havingfatent responses to the same
guestion from different sources is not a problemsdaial science researchers. The
challenge lies in seeing how such different un@edings exist in the minds of those
under investigation. Naturally, though, a high @egof convergence would be a bonus!
To Mouton (1996: 156) the inclusion of multiple soes of data collection in a

research project is likely to increase the religbdf the observations. This is true since
reliability is concerned with consistency. Therefarsing triangulation has, to some
extent, reduced the likelihood of misrepresentatiord increased the chances of

validity and reliability.

3.7 Data analysis

Data analysis has taken the form of reviewing thied sets of data, identifying issues,
and reporting these as main themes in terms ofrékearch questions. | drew my
conclusions from the implications the respondenggsested. Mouton (1996:111) is of
the view that “we analyse data by identifying patseand themes in the data and
drawing conclusions from them”. When | was identify patterns | came across

contradictory as well as complementary findings.

The first step was to compile the data from thestjoenaires. Here, because of the
large number of questionnaire responses (28) | Igigpouped data according to
guestions asked. Questionnaire data play a secondde in this study, as the
interviews were seen as more likely to allow thadkiof probing that interpretive

research leans on.

As far as the interviews are concerned, | begatrdnscribing the interview data. For
Seidman (1991: 281) transcribing “... is a cruciapstfor there is the potential for
massive data loss, distortion and the reductioeamiplexity”. To avoid the loss of
valuable data, | transcribed the tape myself imatety after every each interview. At
that stage the interview setting was still freshmy mind, and the body language and
other gestures of the interviewee were also clearlyembered. This ensured that detail
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was recorded. After transcribing the data | phybicaut and pasted the respondents’
responses onto a chart according to the questinosn there it was easy for me to
identify commonalities and differences in the res®s, and identify issues. To
Creswell (1994:153) data analysis “requires that thsearcher be comfortable with
developing categories and making comparisons antiasis”.

| read through the data several times to famikang/self with them. Knowing my data
well gave me insight into what the respondents veersgng. Then | listened over and
over to the interview tapes and | picked up somiatpdhat the transcripts were not
portraying as significant. The tone of the resposiehelped me to identify those
issues. | then established my ‘superthemes’ whiohrace many subthemes. | then
analysed the themes in terms of the research qusstind literature. In that way |
obtained a greater completeness adding depth aadhito my understanding of SMTs
(Arksey and Knight 1999:22).

| chose to present the issues as themes withouneoary in chapter 4, and discuss

the findings in chapter 5.

3.8 Ethical considerations

Schwandt 1997: 106) defines ethics as “...moral dif@s arising from issues of trust,
confidentiality, harm, deception, consent, and aohtf..” Ethical issues | have taken
into consideration were anonymity, confidentialggd voluntary participation of my
respondents. According to Creswell (1994:165) d@searcher needs to take the welfare
of respondents into consideration. In his wordsstFand foremost the researcher has
an obligation to respect the rights, needs, andegland desires of the informant(s)”.
Before | did anything concerning the responderitad to check with them first, that is

| had to get their permission to involve them.

Because there is no anonymity with face-to-facerinéw confidentiality was promised
(Cohenet al.2000:61). According to Arksey and Knight (1999:1,32

confidentiality is about not disclosing the ideytdf study participants,
and not attributing comments to individuals in walyat can permit the
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individuals or institutions with which they are asmted to be
recognized, unless they have expressly consenteeing identified.

To that effect I did not use the respondents’ naamekinstitutions. Douglas in Mouton
(1996:157) argues, “Subjects tend to be reluctaninwilling to participate because
[they may] regard the investigation as an invasibtheir privacy.” This unwillingness
occurred with one of my respondents (a principdpwas sceptical in allowing me to
observe their meetings because of previous experiésee Research realities below).
In the questionnaires, | assured the respondeatstiie information they furnished
would be made available to my supervisor and mysal. Also | reiterated the fact
that my study was for academic purposes and notbisg. Prior agreement to my
presence with prospective participants had beecheshthrough negotiation with the
District Office, the principals and the SMT membgse copies of letter Appendix G).

Before commencing with my research, | had to cdrtbel prospective participants and
get permission to do so. | distributed letters fnoy supervisor that ask for permission
to do research in their schools (see Appendix @cofding to Creswell (1994:165),
“the research objectives [have to be] articulaterbally and in writing so that they are
clearly understood by the informants”. For Eisned &Peshkin (1990:243) ethical

conduct is, however, a more complex and profousides

[It] is the infinitely more complex challenge of idg good, a

consideration that places researchers at odds amg¢hanother as they
raise entirely different questions about the lawatof good in the

conduct of research.

It is therefore very difficult to do justice to thexpectation, because at some point you
have to impinge on their rights to get the reseauimg. What | viewed as ethically

correct (that is asking for permission to obserleirt meetings) was regarded as
intruding in their privacy (as one educator jokingbmmented), and the question of

whether | was “doing good” may not have been a alimg argument!
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3.9 Validity and reliability

Mouton (1996:109) defines validity as “...a qualititbe elements (data, statements,
hypotheses, theories and methods) of knowledgesd.dquality of the data gathered can
be achieved through the honesty of the participdnt®pen-ended research (such as
this study) the likelihood of being lied to is liglsince respondents do not essentially
‘know’ what you want to hear. However, when | wémtone school to observe their
SMT meeting, one SMT member remarked that that imgetas for me because they
usually did not have SMT meetings. Was the schigoid’ in arranging a meeting for
my benefit? Clearly what | was seeing was not nbgnactice, and in this sense data
gathered there could be regarded as unreliabndther sense, though, | did observe a
meeting of the SMT. Coheet al. (2000: 105) argue that in qualitative data vajidit
might be addressed through the honesty of botlmebearcher and the participants, as
well as the depth, richness and scope of the daterefore validity is more than a
simple ‘practice what you preach’ scenario. It i@t more than checking whether

what the respondents claim to be doing is actwaltigt they are doing on the ground.

Therefore the main focus of validity is perhaps thet ‘correctness’ of findings, but the
more elusive quality of believability. More impontais the way in which I, the

researcher, might be misrepresenting ‘reality’. Mabk (1996: 7-8) argues, “the key
concept for validity is thus the validity threatway in which | might be wrong in my

conclusions”. My strongest validity threat | hadawercome was my bias. Fortunately
here the purpose of my study kept me focussed andn realized that | was not there
to test hypotheses or check up on people, butnd dut how the SMT members

mentally construct their own practices.

Wilkinson’s (2000: 38) understanding of reliabilitgefers to matters such as the
consistency of a measure - for example, the likelth of the same results being
obtained if the procedures were repeated. Thiseragositivistic understanding of
reliability seems inappropriate to this study, sirit is understood that interpretive
research does not produce ‘results’ at all, budifigs, and these are rarely repeatable
in the sense that an experiment may be. BogdamBiheh in Coheret al (2000: 119)
argue that “in qualitative research reliability daa regarded as a fit between what the
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researchers record as data and what actually ogtuh® natural setting that is being
researched ... a degree of accuracy and comprehaeaswef coverage. What this
translates into, for this study, is the extent tooln my findings do indeed emerge from
the data and nowhere else, and the extent to wihiehdata capture the ‘reality’

projected by the research participants. Hence Saotitivg1997:137) concludes

“reliability is an epistemic criterion thought toelnecessary but not sufficient for
establishing the truth of an account or interpretadf a social phenomenon”. | have
addressed this challenge by quoting from the rata ddnerever it seemed necessary,

thereby strengthening the reader’s sense of thel@éehind the data.

3.10 Research realities

Research does not always proceed smoothly, anusrstudy | became aware of the
extent to which a researcher is at the mercy obhiser research participants. In one
instance when | went to collect the completed dqaestires from a school | found that
one questionnaire was not completed. ApparentlyStiid member in question was a
grade R educator and my questionnaire specifieldis“fuestionnaire is to be filled in

by High School SMT members”. It happened that ttieosl was a combined school

and | was not aware of this. However, since thedarf my study is secondary schools,

| had to make alternative arrangements.

One particular SMT proved to be extremely uncodperaand | ultimately failed to
retrieve all the questionnaires | had left therbe Toroblem was that the principal
seemed too busy to hand the questionnaires toetsteof the SMT. He eventually
tasked one SMT member to monitor the questionndires to issue them to the
members and collect them), but every time | cameditect the questionnaires the
teacher in charge had forgotten to remind other begs When he realised how much
time | was wasting driving to and from the schoelllecame sympathetic and he said
to me “Sir instead of you coming to check the formy don’t you leave your
telephone number so that | can contact you as aedhey are completed?” | left my

cell phone number and that was the last | heard frion.
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In several schools the questionnaires were not et by the entire SMT. The
reasons ranged from teachers being on sick leavagdusations of selfishness of a
person who never cooperated with whoever came dostthool (and | was not an
exception). In another case the school princip&dao hand the questionnaires to the
SMT members and claimed to have forgotten when tta their SMT meeting. His
first deputy principal learned that | wanted to édawy questionnaire completed and he
volunteered to distribute the questionnaires amiotihgsnselves. Out of eight members,

6 completed the forms. The principal in questios Y&t to return his.

In another case the principal mandated the depuygipal to assist me in whatever
way possible which pleased me because the depultyigal seemed very eager to help.
| made an appointment with him for interviews oray.dOn my arrival | learned that
the principal was away and the deputy unavailaimesbme reason. So he (the deputy)
organised a teacher (female) for me to intervielae &as keen to be of assistance in
my research. But after asking her two questiorslized that she was not on the SMT.
| immediately stopped the interview. She then chtlee deputy principal and used the
vernacular in explaining to him that she was theadhg” respondent. Then he
approached another teacher, also female, who wike iBMT and asked her to present
herself for an interview with me. She complied amd had an interview in her

classroom.

When it came to observations | did not have problevith former model C schools
because they were keen to help and had SMT meetiregy week. But when it came
to the schools in the township, it was a headathere were all sorts of excuses. | had
to issue them a follow-up letter (see Appendix @Yduse they were not responding
and we were approaching the end of year examiratioahen and Manion (2000:263)
argue that the purpose of the reminder letter isgeemphasize the importance of the
study and the value of the respondents’ partiaypdtiwhich is what my second letter

did. Ultimately | was not able to observe as mamgetings as | would have liked.

In summary, it is not easy to conduct research. résearcher needs to be patient and
persevere and stay focussed. Teachers seem noe tkedn on participating in
educational research. This is perhaps becauseatkeyerwhelmed by their own work

and do not have time to help in other researchp@haps it is because they lack
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intrinsic motivation. Whatever the reason, reseanrsmeed to face the sobering truth
that one’s research project is not likely to beriargly in others’ lives, regardless of

how important it may be to you.

What these incidents reveal about schools’ level podfessional maturity and
functioning is another matter which | will not pueshere. My own understanding of
the role of research is that is likely to feed itibe ideal of the learning network, or
learning organisation to which policy documentserefResearchers should be
welcomed with open arms, and there is much to beedafrom school-university

collaboration.

In the next chapter | present my data.
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CHAPTER FOUR
DATA PRESENTATION

The chief research question this study seeks taweanis how SMT members perceive
and experience team management within their scloookexts. Since SMTs are
(officially) a relatively new phenomenon in schaehnagement, the research set out to
explore how school management team members’ exmerithe phenomenon, what
role they think it plays or could play and what thallenges might be.

This chapter presents the data gathered througrvietvs, questionnaires and
observation. The interviews provide the chief datad since the principals’ responses
differ significantly from those of other SMT membethese are presented first.

Questionnaire and observation data are reportedenthese are felt to be helpful in
presenting a comprehensive portrayal of the phenomeinder investigation. For the
sake of completeness the raw data emerging frorh bbtthese secondary sources

(questionnaires and observation) are included geAgix C and F respectively.

The general picture that emerges is overwhelmingbsitive: school managers
generally welcome the concept of team managemeick, believe that it has many
positive consequences/attributes. However, theuggcis complex, and frequently
team-management is characterized by tensions,icisnéind other threats. These are

presented separately where possible, though dfteats emerge as points of tension.

The data are presented in themes identified throlage reading of the interview
transcripts. Respondents are distinguished frorh etdeer by means of the following

key:

P = Principal

DP = Deputy Principal

HOD = Head of Department
PL1 = Post-level one teacher
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The numbers (1-5) indicate the order in which thadcripts were analysed.

The following are the themes that emerged frondtta obtained from the principals:

* Sharing the load

 Empowerment and staff development
» Participative management

» Leadership in team management

» Threats or challenges

Principals’ responses

4.1 Sharing the load

The questionnaires confirm that the concept of teaanagement is not a new
phenomenon in schools (see page 127). Howeverfaitmalisation of SMTs has
enabled principals to divide the workload of manggschools among staff members.

Roles typically allocated in SMTs are discussed.th

On a technical level, principals use team manageneeallocate different sections or
activities in the school to other staff membersuBés the guidelines to allocate roles to
SMT members. P2 refers to a “system ...of dividing Work ...” P3 believes schools
are too complex to be run single-handedly, and tlalisgates sections to different staff

members. P3 reiterates: “...you can’t expect oneviddal to have a finger on
everything and actually have a correct opinion e@erghing...” P4 believes that
“many hands make light work” and showed me an avgeam on which the tasks of
running the school are allocated to “various edwsatin the SMT . P5
acknowledges that “I can’t do the job on my owntidhat he initiates the allocation of
duties and encourages voluntarism. In his word$rdlv up the needs, put them on the
board and ask all the staff to tick all they wolik& to do by writing their names next

to it. If nobody wants to do a certain job | saythere any volunteer?”

In this sense, team-management lightens the loadrofing a school; as P2 puts it:
“the task is less burdensome upon one man’s sh@lildehese ideas are borne out by
guestionnaire responses (see page 127) where sems0BMTSs’ existence such as the
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need for a ‘larger body’ to ‘co-manage the schao¥ mentioned. Another reason given
is that SMTs are a response to policy requiremevtigsh will be discussed later.

My observation of SMT meetings confirm that diffeteSMT members are allocated

sections of the school to manage. Details of allonaf roles are discussed in 4.6.

Of course simply sharing the workload may not alsveg a positive experience. Some

of the respondents point to the danger of delegalibis is dealt with later under 4.5.

4.2 Empowerment and staff development

A strong theme emerging from the data is that tesmagement provides opportunities
for empowerment and staff development. P1 inclystest-level 1 teachers who have
the “Know-how, skills and expertise of some kindh dis SMT. Two of the
guestionnaire responses also mention the inclusigoost-level 1 teachers in SMTs
(see page 128). Principals also rotate the chaambfinalizing the agenda roles among
SMT members (P1 and P2) as a way of empowering.tidm fact that post-level 1
teachers are valued members of SMTs was confirmedhé postponement of a
meeting | was meant to observe because the teaaseaway on official business: the

committee were not prepared to meet simply forstilee of meeting.

The way in which principals approach departmentédiglines also provides evidence
of teamwork and staff development. P2, for exam@iplains how his SMT designed
“additional guidelines” for their internal schooblgy. This is clearly a learning
opportunity for staff. P3 believes that school peots are unique and the departmental
guidelines are generic, and therefore argues, “..them have to adjust policies and
have your own (guidelines) which you can use inaatigular school.” P4 has
“formulated guidelines from the experience that vee” and he is also of the view
that “...HODs need to formulate departmental polibgittis in line with the school

policy”.
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Technology plays an increasingly important roletle staff development and P3
claims: “...Filing and other administrative work allene on the computer”. And P4

“... has got post level one teacher who is doing adstrative work on the computer”.

P5 uses peoples’ strengths and abilities and buibds them by “...providing other
people opportunities to grow for them to do thingsdr example he describes if “one
of our SMT members is not heavily involved in sperthe’s not a sporting person but
he’s a strong academic, so I'll use him to drawthg exam time-tables and monitor
curriculum” and vice versa. Principals are alertth@ opportunities of promoting

growth among colleagues. As P3 explains:

Also you give tasks to other SMT member to empathhem as well so

that they know how the school is run in every daylay basis because
in future they will have to apply for senior pos$s, wherever they go
they don’t feel unempowered ...

And as P5 explains:

...You're providing other people opportunities to wréor them to do
things and the more a person can do the more tieegaang to grow the
better teacher theyre going to become better mensagor
administrators.

| observed at SMT meetings that teachers had béesn ghe responsibility of
managing portfolios within the school. These teashgere given opportunities for
feedback in the meetings. In one of the meetinglsskrved the principal called in an

‘expert’ post-level 1 teacher to participate inibletations.

The notion of equality among staff members is pr@nt in two responses. One
principal is of the view that when it comes to #wual doing of the job everybody is

equal in his school. He (P2) has this to say:

...we share a lot of things just to take a small gdemJohn is in charge
of the examinations. We generally have the matsgsng in the hall -
they are supervised by their teachers and the ¢éesere backed up by
HODs who do have register classes. So if there @aoblem in a
particular class, say, teacher A is not at schegkhhbse of a particular
decision, then Ray has to see to it that somebedlaces that teacher
and | have on number of occasions, when everyb®dyriting and then
you find out there is one or two (teachers) absdrave been involved
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directly in invigilation myself because he’ll hamebody else to send to
the class and then he’ll say then I'm sending yaughing).

P3 is similarly committed to equal acknowledgenddrdll team members:

When you are sitting as an SMT we set up ruleshat I'll mention a
few: All ideas are importantAll ideas in the SMT are as important as
each other. No idea is less than the other — dvempaoint of view; the
points of view are of an equal level in terms oportance.

The question of whether learners could be includesMTs did not receive much
support. Principals do not see SMTs’ functioninguasopportunity for learners to
develop their management skills. P5 believes twatlers should be included in the
SMT (see also page 128) for smooth running of theal but feels that other
stakeholders, such as senior teachers, would bemingable with this.

4.3 Participative management

The strongest theme to emerge from the data isdtien of participative management.
Clearly this is the cornerstone of team-managenam, the effective functioning of
SMTs. Participants generally show high levels ofmpotment to participative

management, though there are also potential thagatproblems (see 4.5).

P1 and P5 view participative management to be e¢ardemainly about agreement
among the parties and both point to the benefésdhcrue. They say, respectively: “If

you agree on what you are doing...” and “by agmgeiaverybody agreeing on

something...” the school is more likely to be wellsmaged.

P2, P4 and P5 argue that as a principal you hageltog/our idea to your SMT. P2
warns, “...if I've got an idea | have to sell it doat it can be endorsed in the SMT
meeting and then ... taken from that point to thehess...” P4 adds, “You cannot just
push your idea through even if you are the leadearimcipal - you will be seen as a
dictator...you will lose support.” This is contrany working as an individual because

“...as an individual you can push through your ideasirice there is no team to
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account to (P4). P5 offers the following advicé:I“have an idea | will discuss around
the idea [sic] and try to get them make the denisid

P2 also claims that in participative managemerititilas are equal” and that “people
answer on behalf of the idea”, a strong stateménthat teamwork brings about in

terms of ownership of decisions.

P3 welcomes participative management in that it €nds to generate lovely
debates...” because “...there will always be differeatepinions.” And also “you’ve
got to learn to see that (difference of opinions)aastrength rather than a problem”
because “different opinions often lead to you gjtkaening your position...” My
observation of SMT meetings revealed that meetimge generally characterised by
an open, participative climate (see Appendix F)indfpals generally chaired the
meetings, but did not dominate discussion. All merslwere encouraged to participate
and were listened to and taken seriously. In soaseg the meetings took place in
venues other than the principals’ offices, suctadaboratory which was one of the

SMT members’ teaching venue.

Of utmost importance in democratic management laenbtions of consultation and
communication. P5 claims that “most of my manag#nseconsultation — consultative
management; | talk to people." P3 is of the vibatt'...if you have regular meetings
it (participative management) should not be mucla giroblem”. The questionnaires
reveal that most SMTs meet when necessary, rdtaardn a regular, pre-planned basis
(see page 128). Questionnaire responses similart o “transparency”, “openness”
and “communication” as significant components ofediiective SMT (see page 131).
From my observation of meetings it was also cleat SMTs felt strongly that some
issues could not be finalised before obtaining staiut.

Consultation seems to occur in both formal andrimfd ways. P4 says “you don’t have
to have meetings all the time — [rather] consultaodaily basis — it's good to consult
every time”. He also consults other stakeholder®diusly: “... I'm working with my

governing council especially the executive memlansost on a daily basis, | don't
wait for meetings”. At school he consults on a tm@ne basis, “...you just call an

HOD and say come sit down, what is happening?elabout this. You don’t have to
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call a formal meeting, that's what | do”. He alsesses that “you should be in control,

and you should consult and communicate with youDidO

Respondents feel that working in teams is likelyotmg about cooperation. On that
score P4 says “I've realized that you cannot doryghieng on your own, you need

people to assist, to cooperate and to help”.

P4 cites the following example of team accomplishisie

We celebrated 135birthday years of the school three years agouldco
never have done that on my own. We set down ast#tfitand elected a
committee and wasn't just the SMT but any membérthe staff and

one staff member took on he said he would like duedtise it, one

wanted to do fund raising and we delegated whatveugted to do and it
worked out, it was a great success.

P5 attributes the school’'s academic improvemetgdmwork:

Results - our results have improved since the StdRan full charge our
results for the past two years ... in 2001 it wapéRent and last year it
was 83.9 percent it was an increase of 20.9 pertwattto me is a most
significant achievement and that starts with tearkwolt starts with
good administration.

Respondents highlighted decision-making as very omamt in participative

management. P2 believes that “we should own dexssibat we make...” and to do
that P3 suggests that we “...make sure that otheplpealso bring their things on
board...” According to P2, once people own decisithey “...own the school and it
becomesur school or our thing rather than an individual thin” To achieve that P5
ensures that “...other people have their input and. Sabecause “it is important that
the SMT works as a team and accept decisions mattetever, there will always be

cases where unilateral decision-making is the dyetsbn, as P2 explains:

There are circumstances which can actually force yo take a
particular decision but that does not mean yownatecratic or anything
but you take a particular decision because songtmas got to be done
and there is no time to talk about it. If | seeldt@n fighting here or
somebody coming into the school you don’t expectoneall a meeting
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of teachers and ask them whether to call the politiebe the correct
thing or not (laughing).

Some of the principals show cognizance of the wigbthe school and that of other
SMT members. P1 ensures that “...the vision of theaktis upheld ...” before any
action can be taken on a particular issue. P2 teeView that other stakeholders need
to be aware “...what our (SMT) vision is pertaining & certain point...” When
members act in a way that is contrary to what tid $ doing it is because, according
to P3, “...they don’t have the same vision you (SMa&ye of the school...” To remedy
the situation, P3 suggests, “People know why wedaneg certain things and where we
want to go”, and he believes “...individuals sharghg vision...” P4 concludes that
participative management “...gives you a broadermomisi so that can make informed

decisions”.

Whereas it was obvious from the meetings | obsethkiatiprincipals did indeed value
every member’s input, the nature of the meetings swech that it would be difficult to
comment on the extent to which awareness of visioth shared vision was driving
management. The meetings were chiefly of an org#arsal or administrative nature
(see Appendix C). If I had conducted the reseagsty in year, or towards the end of a
year, it may have been possible to observe stiaptgnning activities.

... do believe that sometimes there are cases leepfiincipal) really have to make
decisions on his own. Maybe is a case he has by quickly there is no time to
everybody to gather quickly to help hi{fL1)

On the whole, though, participative managemenégarded as worthwhile because as

P3 puts it “...it forces you to think things throughrid also “you know that people are

supporting you...”

4.4 Leadership in team management

A strong theme emerging from the data is that lesde is very important in team

management and that in one way or another the ssicé@ny organization depends on
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the strength of its leadership. P1 and P4 belibaeih whatever happens in the school
the principal should “...take the lead...” and “...leaddxample...” respectively. P4 is
of the view that “...the leader should be ahead &tigere is anything new you should
know it first — lead from the front not the bacKkhe picture of leadership that emerges
from the principals emphasises the tension betvieerieader’s role in initiating and
driving teamwork on the one hand, and being inrab@nd accountable on the other.

On the one hand, principals see themselves as ted®rs and delegators. P2 and P5
believe that principals are initiators in their sols. P5 prefers to talk about “leadership
rather than management” as he believes that leddersrge” while managers “are
trained”; according to him “...management is a stied thing; | like to use the term
leadership because with leadership | have gotitiate changes — management doesn’t
come with changes.” P1 states that leadershig.cdre prompted” in another member
of the SMT responding to problems that have bedeated from different members of
staff”. Leadership is thus not necessarily posdio As leaders they also need to
delegate some duties. P4 warns in this regard “.nwgeu give somebody
responsibility, don’t interfere, wait for the endsult”. Delegation is a feature of
democratic leadership. As leaders, principals aee to exercise their discretion in
certain circumstances. P3 feels that as a prin€ipahere are decisions which you've
got to take sometimes but it must not be your stfléaking decisions alone all the

time.”

On the other hand, principals are conscious they Hre bureaucratically accountable
to the authorities, and sometimes act individuaf$. acknowledges the assistance of
SMT members, but stresses that “if something gaemgit starts with me”. When it
comes to accountability, P2 laments, “...really yavénto account as an individual.
Its not the whole SMT who accounts...” and subsegtjyefeels “embarrassed

accounting on behalf of other people”. Accordiadg’® principals need to:

Accept being accountable because somebody showdddoeintable ...it
(accountability) comes with the package of beingchool principal
(laughs). You are paid to take whatever comes #&sdalso to the
position as the principal you have be accountable.

He also adds:
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The principal represent the whole SMT when it corteeshe district
office...whatever happens at school comes back tgtimeipal...you
are almost like you are the guilty party — you e guilty person as the
principal because you couldn’t bring that persaruad or to change his
problem.

And he warns: “When there is a problem like a sris{principalship) becomes a very
lonely position”.

In elaborating on principals’ roles, the responsa&al a similar dual nature. Some of

their roles seem purely technical or bureaucratich as:

Ensuring that there is a meeting if there is a rieed

Ensuring punctuality

Accounting to whoever comes to school (such as npsreand
departmental officials)

Chairing meetings

Monitoring staff

Coordinating meetings

Being in control

Being responsible

The questionnaires similarly emphasise the prifigpay role in calling and chairing
meetings, and also as ‘the final say’ if no decisian be reached (see page 129).

On the other hand, some of their functions indicateacceptance of their roles as

human resource developers, such as

Giving guidance

Making use of the staff’s skills and talents
Being very open and transparent

Being involved

Setting an example

Listening to ideas coming from the SMT

It is evident therefore that team management dadsdiminish the importance of
leadership and accountability; hence principalsdnieebe authoritative at times. P5
remembers being coercive at some stage; he sdylswdnt the staff member to do

67



something and he is not keen on it I'll say ‘No yeugot to do it because it needs to be

done™.

Visibility and being in touch also emerge as feesuof leadership. Some principals
feel that they are involved in every activity thtakes place in their schools. For

example, P3 reports:

| happen to know everything that happens in my scbo a day to day
basis - every activity I'm involved in, every subromittee | am there;
be it a meeting | am there, be it a sporting afstivim always there even
if I don’t have time but it's important that evehitis a sporting event
you have to appear as a principal even if it's 3@minutes so that you
feel the pulse of your school in every corner sames it helps and it
builds, it motivates even to learners and the teactvho are given that
particular role or task to handle... | mean in albrgimg codes | always
give support in whatever be it a show that is pre| always appear.

And P4:

| feel | am in touch with everything that's happani I'm not saying

everything is right but I'm in touch with what igppening there. | know
exactly what is happening, | can tell you what @&ppening because |
feel involved — | am involved as a leader and luttidoe involved. You

know sometimes even if I'm sick at home I'm stilvblved because my
phone is constantly ringing. I'm always in touchfelel very much

involved.

4.5 Threats or challenges

Respondents feel that although teamwork is gereedvantageous it has its own
threats and challenges. P1 points to the challehderming of a strong team: “More

effort should be put towards building a team sa yioa really have a strong team...”

P3 highlights personal clashes that might arise:

Where people are involved there will always beed#hce of opinions
and personality clashes...there might be problemsatimg from staff
to other staff... there might be personal clashesclwvizannot be
accommodated properly, there might be differennégs.
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Because of the political attitudes of some teachmiscipals may at times feel
pressurised to consult more broadly than they wasion the question of whether post
level one teachers should be included in the SMincjpals take defensive and

‘politically correct’ positions. According to P teachers are not included in the SMT:

They (the staff) will not accept it (the resolutjdrecause they were not
part and parcel of synthesizing the solution — thady reject it; they
would oppose the decision to ensure that the ptanisidone by them as
well...But if there are teachers in the SMT they ilyaalccept whatever
the SMT comes up with...

He adds: “If | can call a staff meeting without hray consulted with the SMT members
they would disagree vehemently to that, they mightcott the staff meeting because

any staff meeting must be sanctioned by the SMT.”

According to P5 “...if you are working as a team,ttteam is going to convince the

rest of the staff that what you are doing and theisions you are making are the right
decisions”, but even he believes that includingoat gevel one teacher in the SMT

“...will create a problem with other post level orathers because why are they left
out?” Interestingly, the questionnaire data rewbat SMTs usually consist only of

teachers in promotion posts; other staff are ‘ctedpfor their expertise at times (see
page 128). This is in line with the recommendati@isrred to in chapter 2.

P2 sees “Policies of the department” as threateam management because they have
to make sure that “...whatever decision we take mascontrary to any of the policies
of the department.” Compliance with policy alsoezges as an issue for P3 who
claims that “...to manage the school on a daily basibased on the departmental

policy ...” is a challenge team management is facing.

Principals are also aware that not all team meméerequally strong and reliable. P1
stresses that relying on other team members may rited “You might not meet

certain due dates and the major thing is to meetddles by the department.” P4 feels
that some teachers are lazy. In his words: “Youggthers that [sic] would want to do
the basic minimum, saying that's where my job desion ends. You get teachers who

are negative”, which obviously threatens to deraitempts at team-building.
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According to P3: “Working in teams you rely on tiveakest person” and you find that
“... not every HOD is pulling his or her weight.” Thimay lead to some members
being overloaded, as P5 explains: “I do a lot ohdh myself because the staff is

overloaded...experience tells me when they are ocxded.”

Disloyalty to the team is another issue that sedao team management. P2 refers to

‘sabotage’ as a threat to teamwork:

| would not say to sabotage as it were but they TSMembers) would
go around the corner and seem not to agree wittogouhat you agreed
on the SMT when they meet other colleague teadhedswould view

the same point in another way.

To P5 this can also occur then “... one or two peopl® were not part of the
discussions they will go out and cause problems.mére deeply rooted cause of
disloyalty may be, according to P3, that “You migbt share the same vision and then

you'll find disruptive elements within the team. hpse are present dangers.”

Some principals find it difficult always to trustam members. According to P1: “If
you were doing things yourself you would overwoduyself to ensure that due dates
are met.” P5 believes that team work is diffidolt the leader because “The job may
not be done the way you would like it, you may get that personal satisfaction.” P4
takes a similar view of teamwork, suggesting tlmehes members do not practice what
they preach. He explains: “You get people who elinybu the most beautiful things in
a meeting situation, the most beautiful ideas; Wwhéen it comes to reality it is not
implemented.” He also claims that “some principds everything themselves...”
because as a principal “You cannot abdicate regpbtys— give it away to somebody
else.” P4 points out another reason why some matgiprefer to do everything
themselves: he recalls his predecessor who kel iod@rmation because “He was
almost afraid that if showed somebody, that mahkmibw more and will take over his
position.” It seems that the need or personalfsatisn with a job well done can drive
principals to tackle projects individually rathdrah delegate to team members. P5

explains:
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The job may not be done the way you would likeaatdIf I'm going to
run the governing body elections — | know how | Vaolike to do it but |
have delegated it to someone else he may nottde game way | want
to do it. You may not always have that personakfadtion but if you
trust whatever they do it's going to be fine.

‘Letting go’ can thus be more difficult than it se® especially where personal pride

plays a role.

Principals also feel that teamwork is time consygn3 argues:

Things are not done quickly enough because of thacegs of
consultation and talking because sometimes it thlestime to actually
come to one opinion about something or to an aabéptopinion, and
things that need urgent attention sometimes dat’'itg.

And according to P4:

Maybe you would like to do something today but n@member you
have to consult with the team — you have to calltdam together and
discuss. Based on the time factor again sometities0t easy to agree
on something it takes hours and hours to debatet@ndl won't say
argue) but to debate this thing, you go back agdetaus go back again
and come back in two or three days time...

The overall picture that emerges is mixed, but wheimingly positive. Principals by
and large welcome team management, though a pbtentsion is the extent to which
to ‘let go’ and risk failure or embarrassment. thitee data sources — the interviews, the
guestionnaires and observation — confirm that grals have a positive attitude to team

management, and seem determined to make it work.
| now report on the data gathered through intersievith SMT members other than

principals. Here | follow the same format: the mtew data lead the discussion, and

guestionnaire and observation data are fed in wéygpeopriate.
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Other SMT members’ responses

Though the issues reported on here are roughlyséime as those in the previous

section, | use slightly different titles usuallygbow difference in emphasis.

4.6 Allocation of roles and support

The picture that emerges from the respondents Ie\tkat schools are divided into
smaller areas so that they can be easily manadey. Jay the division is done mainly

by the principal but in consultation with otherdbars. PL1-1 says:

It starts from the principal and the managemenntedno decides who
is to be more or less responsible for what in gtesl. They (the staff)
are allowed to go to Mr X (the principal) to asknhif they can do this
rather than something else because they feeltlibgtdre better for that;
they have a say in what they would like to do.

PL1-2 reiterates, “...The principal draws up the fdlaat goes to the management team

first and then the staff and then the individualsin.DP1's situation:

We are two deputy principals and she (the pringipays here are the
duties, which one do you think you can do best? #eth she gives you
duties and sometimes we are given duties evenuftii;mk cannot do

them, it's your duty you must do it.

To H1 “...we divide the work amongst ourselves as the samamlagement team”, and
PL1-1 explains that “certain people are made resipten for certain things so that
everybody has a task and everybody is responsiisl¢hfit and then of course they

report back to the principal.”

To PL1-2 the roles of SMT members overlap. She:says

The grade coordinators now are mainly involved whiarings, the
learners, and the ethos of kids whether it's frarademic to discipline
or whatever. HODs are largely management but tisea@ overlap, I'm

still a grade coordinator and I'm also involved twihe management
side.
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All in all participants believe that sharing thenwdoad is worthwhile as DP1 and H2
put it respectively: “I'm not working alone we an®rking together with class teachers
and other teachers’.and “It's also helpful in giving us direction wheve want to plan

- which aspects must we cover in our planning.” 1RLgives an example of how

members can be given roles to ensure that whatwant to do is a success. She says:

You have to have teams to make sure that thingsvarking properly.
One person alone can't do something properly. Geregm can do this
and another person something else. For exampleaabthat we had at
the end of the year, where everybody had a task...

In examining the roles and responsibilities of @liéint SMT members an interesting

picture emerges. Here are the details:

DP1: I'm responsible for Grades 10, 11, 12. I'GASS leader and I'm
responsible for what they used to call quartertymes, I'm also leading
examinations and I'm also responsible for makingestinat there is
discipline in the school but I'm not working alonee are working
together with class teachers and other teachers.

H1: [My role] is to look after the children’s prashs at the same time
I’m working with a certain group of teachers comieg subject matter
for example, things like looking at certain polgigke HIV / AIDS
policies, admitting policy and so on. I'm respotaitior grade 12 so
sometimes | hold meeting with the grade 12s —drynbtivate them to
attend school to attend classes and then | alsbrheeting with teachers
apart from the staff meeting that we usually held, also have subject
meetings

H2: | also take care of all matters that havedomith languages in the
school to ensure that the departmental policy lisieed and then as a
member of the SMT | have to ensure that we taked gierisions and
that those decisions are carried forward, are imptged.

PL1-1: Firstly there are certain things that I'nspensible for. | try and

keep the staff together to listen to issues they #ire unhappy of and to
go to management team if | hear things like thantke them aware of
that if they were not aware of it. To do my partloé whole school and
staff and everybody is happy and working well. AbBs@am timetable,

bookstore, grade 12 entries, people bringing tGeade 8 & 9 work and

| mark them and take some of that to the principal.
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PL1-2: I'm in charge of the learners and I'm an HODthe committee
so | would oversee problems and discipline andR@& reports to me,
and [I am] also the person who liaises between pients-teachers
association and the staff.

DP2: | attend meetings. There are some circutara the district office

which | fill in as it is now is the end of the qter, there is quarterly
attendance report which | have to submit of thecathrs and of the
learners. The paper work — registration of grad&1Q, corrections of

the schedules then helping in moderating the sdas&lumark lists of

the teachers and controlling of stock. I'm alsorested with the

department of guidance, it's also under me seeag we are short
staffed in the SMT for example | have to attendksbop for guidance,
| have to supervise the guidance teachers, | havelp the grade 12s.
When there are visitors from tertiary institutionis,also have to

coordinate that.

The list reveals a wide range of responsibilitiedicating the extent to which team
functioning has been enacted in the schools umdestigation. The tasks mentioned
also vary considerably in terms of complexity esqplcin terms of the presence or
absence of the human element of management. Tiaaksre merely administrative
seem to be in the minority. The questionnaire resps point to what one might refer
to as generic management functions (such as plgndecision making, and so on —
see page 130). This is a good example of wherentpersonality of a questionnaire
fails to ensure the gathering of rich data: it wa$y in the follow-up interview that a

more experience-based set of duties emerged. Mgreditson of SMT meetings bore
out these references to different members of s&dfing responsibility for areas of

school management. In these meetings it was dedrmembers of the SMT (other
than the principal) could speak with authority @otfidence on the management areas

they were running.

An interesting finding is the need expressed by oegpondent for challenging
activities. SMT members get used to their presdrideities and as a result feel
unchallenged and perhaps bored sBdgests that SMTs need to be given activities that

will drive them to work together. In his own words

One should come up with activities which will makeople work
together, which will force them to work togetherdaenjoy working
together or doing the particular things togethahskind of things they
foster the spirit of teamwork
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Another perceived essential ingredient of teamwsdupport. Respondents generally
see support as characteristic feature of teamv@inkaining and providing support
boosts the morale of the participants and the t@@mbers become more committed to

what they are doing. According to the GC:

...I think we can support each other... | think if thes input from all
sectors so it's not one person who has a good ieall of us who feed
into system where there’s a good idea and everybadymake the idea
better, and | think all of us as human beings rnidedsupport and the
encouragement and feedback.

According to P2:

[Support] is the essence of teamwork...... When peopléhdir work in
a team situation then they find it easier to wockually because they
know that they are going to be supported, you anmeggto support them
you are going to provide the necessary supportlzaidhey are going to
be rewarded for good work done.

4.6.1 Broader participation

Like the principals the respondents agree in ppiedhat it is imperative to “...include
teachers who are not part of the SMT” (DP1) intl@VITs so that “...those teachers
will gain experience by being involved...” (H1). Awmdling to DP2 the school has
also”...incorporated two educators” in the SMT. $wa®ve these are the teachers co-
opted for their expertise referred to in the questaire. DP2 argues that the inclusion
of teachers in the SMT ensures smooth runningektiool because “...the decisions

are easily understood and accepted by educators.”

Broader participation has many positive consequerfea H2 the fact that duties in the
SMT are rotated is important. H2 explains: “I'm a&mber and sometimes | write
minutes ... we rotate in writing minutes” and he $ephrt of the team: “.all the time

I’'m always there, give my inputs in the things tha¢ discussed.” For H1 the way in
which the team adapts official guidelines to tr@icumstances is a sign of personal

and professional growth. H1 explains: “We try ttegrate them (guidelines) with what
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we already have at the school.” For DP2 delegatianway of developing people, and
she is committed to this: “I also delegate...delegptivork is another way of

developing say, the least junior teacher.”

To PL1-2 human relations are very important anchftre basis of empowerment. In
her words:

| also believe that a huge part of management ppat of the staff
...show a way of working ...we need to encourage th# and be in
touch [with] where they are at as far as poss#uhe, try and build spirit
because | believe a happy staff and staff that sapport work better...

4.6.2 Decision making

Generally the respondents feel that decision-maldngucial in any organization and
they claim to be involved in the decision-makinggesses in their schools. PL1-2
believes that “...if you are in a decision-makingipos, then group work or teamwork

is essential.” H2 explains:

We make decisions and decisions are easily accdygeduse people
feel that they are part of the decision-making alsh when there is a
problem facing them...when we take a decision thasaetis taken

jointly as a team as a result when you have toempht that decision
everybody accepts it...

According to DP1 this is so because “...when there wa SMT the principal was
there to make unilateral decisions; now that theran SMT there is quality decision
making, we make decisions as a team - as an SMPLI1-1 similarly feels
empowered by her role in decision-making: “I'm pairdecisions that have to be made
and things that have to be decided about. Not aifspeole, but I'm part of the
discussions and part of the decisions that hawe tmade.” The fact she does not have
“a specific role” is less important than her rigbt be part of the decision-making
process.

In PL1-2’s situation the staff as a whole makesfiit decision:
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...we all work together and decisions generally aerred to the
governing body first... decisions go through the cottea - the
management team - and go back to the staff...whagisides would be
made...

But sometimes the majority decisions do not alwgpjease everyone. PL1-2
remembers: “There have been times when I've beastrited by the decisions that
have been made because | didn't agree with therRL1-1 acknowledges that
“sometimes there are cases he (the principal)yréals to make decisions on his own.”
Here the SMT members seem to be in agreement hélptincipals. P3 shares the
same sentiments and he has given an example optbaigative. One questionnaire
respondent shares the same feeling: “The prinang&ds at times to make some
decisions to either salvage or sink the ship. Lesad@ave to be able to do that

sometimes.”

According to PL1-1, participative management needs:

... People who can sit together and make decisia@@plp who can put
ideas together and people who can help one andiinerthe fact that
we (SMT) pool ideas leads to a better managememttate...because
everyone is free anytime to bring up ideas and eors..

H2 believes that participative management “...gitee SMT) a chance to make better
decisions because “...two heads are better than(@tl). To PL1-2 “...all of us have

a turn to have our input and try to bring ideas. hé Surther warns:

If you have your own idea and others aren’t allowedave their say
and give input - that is restrictive for the persoremployment in the
school and that prevents the school from gettingemew ideas.

4.6.3 Communication

What transpired to be the strongest disparity betwthe principals and other SMT
members is the question of communication. The frais by and large do not find
communication to be an issue, but other membeisste@ngly that communication is

vital in an organization.
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DP1 starts by giving the definition of communicati®he says “communication is a

two way process.” She advises that as a principalngust be someone

who is good in communication...you must listen toryeducators, your
learners and try to implement what they suggegbif see that it can
help improve the situation of the school.

To H1, participative management is strengthenednbynbers “...understanding each
other, communicating with each other and having thiave to succeed...and to make
sure that you make a difference.” PL1-1 believes 8MT members need to “...ensure
that there is enough openness or communicationdagtvthe top level and the staff
members.” If there is proper communication “carifli could be ironed out,
misunderstandings could be ironed out because levdyyis brought on board” (DP2).
Communication also features on the list of requaets for an effective SMT (see page
132).

4.7 Perceptions of leadership

A significant difference between the principals’ dathe other SMT members’
responses is the view of leadership. The princighlsw attention — sometimes
explicitly — to the tension between their rolesvésionary leaders and bureaucratic
managers. While these roles are also touched othegr SMT members’ perceptions,

the tension is not clear articulated.

The respondents claim that their primary role isate the lead in whatever happens in
their schools. To DP1: “My role is to be a leadad & manager. My role is to lead
other educators and even learners.” They also abedethe “principal is responsible
for calling meetings” (DP1, H2 and PL1-2). Althoughincipals mention that they
rotate the chairmanship role, there are times wherprincipal is not allowed to chair.
Many respondents have also highlighted the rotatadn chairmanship in the
guestionnaires (see page 127). H2 explains thatrghy “the principal is going to
chair unless it is the matter that affects him atlye say for instance, a teacher has a

78



guery against him - he can’t chair that meeting edooaly has to chair.” To PL1-1 the
principal:

Keeps an eye on everything and makes sure thaytbirey is done
properly...because the person in charge is to maiethat everybody
does enough and nobody is unhappy or disgruntleduse they feel
they are doing more than others.

DP1 is of the view that the principal “...must givieedtion and help us (SMT) where
there is a problem.” PL1-2 adds that principal$¢esaare to “...give positive feedback.”

When it comes to accountability PL1-2 believes thiitteachers are answerable to the
principal and the governing body.” DP2 explainsywbachers have to account to the
principals. She says: “...we know that the principate accountable to the District
Office so each of us is accountable to the prindieaause at the end of the day he has
to answer for every problem within the school.” iSTts consistent with the responses
furnished in the questionnaires. What emerges tiera strong sense of vertical
accountability: each SMT member feels him or héngebe accountable to the person
‘above’, and all feel accountable to the SGB. Gnlypne case does the idea of being

accountable to the learners emerge (see page 130).

PI1-1 views human relations as being of vital intpaoce and believes that her principal
is doing a good job in that respect. She claimshikaprincipal has “..a very open way
of working; he (the principal) believes that peopéere to be kept informed so that they

know what’s going on and that they are happy aaggvossible...”

Above all, to DP1, the principal “...must have goeddership skills...” and to DP2
“an effective SMT has something to do with goodierahip skills.”

H2 believes that a good principal “...is the one vallows everybody to have a chance
to discuss” things. PL1-1 is confident that “hee(tprincipal) allows us to make
decisions that are important in the school.” Thesin line with the questionnaire
response that “all SMT members are given equal ppity to air their views” (see

page 128). This was certainly borne out by my nlzg®ns (see Appendix F).
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To ensure effective functioning of the SMT, PL1ufgests, “You have to believe in
your leader...”

4.8 Threats or challenges

Respondents feel that although teamwork is geyeaaltepted, there are interpersonal

differences that pose a threat to team managem@xtspeculates

...one of the contributory factors, although I'm wtear ...but | can see
that the problem started long ago. There are patsgrudges or
vendettas of some sort so whenever there is a elame would try and
avenge...

DP2 acknowledges that there are “differences ofiiops (within the SMT)...because
we don’t share the same personality as a resuttomé& think the same.” This leads to

one having:

...To work with a group which is difficult. For exathepyou can hold a
meeting, plan to do something, you set a date therdate comes you
experience problems from the educators in subrgittuhat is wanted
and what has been planned to be submitted on éhatBP2).

To H1 the major threat is “...absenteeism...by botlkhess and learners.”

Another potential threat highlighted by both thenpipals and other SMT members is

the imposition of policies by the Department of Ealion onto schools. DP1 laments

...we are always given instructions from above, theoviacial
Government to the District Office from the DistriCffice instructions
come to school. So | think one of my duties is telphin the
implementation of those instructions working witle teachers.

PL1-2 agrees:

The Department sets down the criteria that we ¥olio managing the
school. We also are bound to associations like SAJUA we are
restricted there on how we work and what ethos Wmathave in the
school.
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She also claims that “...the governing body expeettamn standards from us.”

Some members are happy to work with these directieeause they give direction.
DP2 says:

There is a manual that is being used by the schdoth almost informs
the principal on how to run the school, it inforeerybody, even the
deputy and head of departments what he is supposédd throughout
the year for the school. It is helpful because d@kes me know what to
do — what not to do and you also know if you aféofaing the correct
direction.

And H2 is also guided by policy: “We make importaigcisions so we have to refer

from time to time as to whether those decisionscareect — they are in line with the

policy.”

Another factor that emerges as a threat to teamageamnent is the need to have
constant meetings. Some respondents feel that mvébtings “...many people got
involved with small issues...” (PL1-2).

To H2:

Sometimes people are tired of meetings, of havingitt for meetings
and sometimes we will sit after hours and then amdtto postpone
meetings, we end up sometimes taking a relativelyg | time in
finalizing issues.

And PL1-2 says:

There were too many people doing the same job lsecae all have to
discuss all the issues in the school and that wasga committee and
involved lots of people and so our meetings wergfiand hours long.

The time factor has also been highlighted by bbéhgdrincipals and other members as
threatening to team management. PL1-2 feels thaeamwork “...there is a fair
amount of wasted time because at times it takegeldrand DP2 is of the view that

teamwork “delays you because what you want coutdbaavanted by others...”
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Overview

The two sets of interview data show marked levélagseement, but also significant
differences. The notion of the principal as theimdte leader who has to be
accountable is more prominent in the principalspanses. In general, more SMT
members focused on interpersonal clashes as faotulsting teamwork than did the
principals. Principals also had little to say aboomnmunication, a theme that emerged
strongly in the other responses. Principals instgaase to highlight delegation and
sharing the workload. The notion of staff membezmd a threat if they are excluded
from decision-making emerged in both, but morergjly among the principals.

| now move on to discussing these data in lighitefature and policy. Here | hope to

draw attention to the significance of the key fimgs.
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CHAPTER V

DATA ANALYSIS AND DISCUSSION

In chapter four data were presented. In this chaga are analysed and discussed

according to the categories identified in chapbeir f

* Sharing the load

*  Empowerment and staff development
» Participative management

» Leadership in team management

* Threats or challenges

5.1 Sharing the load

A problem shared is problem halved — folk idiom

The respondents allude to the fact that teamwoegknseo be characterised by sharing.
They claim that the sharing of ideas and worklogdstrong advantages of teamwork.

This was a strong theme in the literature revieimezhapter 2 (see 2.1.2).

| find sharing an interesting phenomenon becausplpan the leadership positions
seem to be selective in terms of what or what oahiare (see 5.4 below). A study by
Doud and Edward (in Sergiovanni 2001: 19-20) fothvat

...Sharing of responsibility with teachers was foumd areas of
instructional improvement. There was some sharihgesponsibility
with teachers in the area of selection of teach&ust very few
respondents reported sharing responsibility wittthers in the areas of
supervision and evaluation of staff.

Selective sharing can thus be interpreted as rexgeal bureaucratic, control-driven
mindset. Furthermore, it is sometimes taken fomg that when the SMT, for
example, is having a meeting they are necessdndyirgy ideas. The danger is that this

could be a mere formality and the principal mighipiement what s/he feels like
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implementing. Everard and Morris (1996: 71) calé th failure to listen. In their terms
“Failure to listen ...is a game of asking peopletfair views in order to ignore them”.

It would, however, be fair to assume that workinggams encourages sharing of ideas.
Sharing ideas promotes effectiveness in teams bedawschools, the SMT is likely to
have a wider range of ideas than any single manageadiscussed in 2.1.2. Howeyver
Fullan (1993: 64) warns that “a shared sense giga# and related concerted action is
something to work toward, and is never fully acki& My study has certainly born
this out. The notion of working toward ‘a sharechse of purpose’ has not emerged
strongly in this study, a point | return to lat&haring is thus more than merely
allocating duties to different team members. Slypoh ideas and sense of purpose
therefore should be a goal all members are strifandgearing in mind that along the
way there will be obstacles that need negotiatiaidjng which, sharing may remain a
myth.

Of interest in this study is the fact that the pials | interviewed emphasised sharing
and teamwork, whereas other SMT members (deputidsHODs) did not put the
emphasis on sharing, but rather on communicatistydsed in 5.3 below). It seems
that the two parties focus on what they would likesee happening. On one hand
principals highlight sharing of the workload antiext administrative functions because
they feel the job is too big. On the other haral tmaining members feel the need to
be better informed. These differing expectationdeuscore the notion of teamwork
being a process, rather than a phenomenon, whitévisr really completed.

This research also confirms that working in teamsoarages support from your fellow
team members, and that the team support you wilisga terms of positive criticism,
advice, correction, encouragement and differenasdé’roviding support is a central
feature of Hersey and Blanchard’s situational lestiip model (Hoy and Miskel 1996:
292). They are of the view that new team membeesl @ be constantly supported and
scaffolded until they are confident enough to peacevith their duties. Support
emerges as a key ingredient of teamwork in thealitee. Scott and Walker (1999: 50)

argue that:
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Without the right form of support, ... teamworkingnche a little more
than a token of democracy, and if schools are tonige their use of
teams, they must face up to some of the inconsiggrevident in their
structures, system and processes.

Moreover Niaget al (in Fullan 1993: 64) are of the view that

When such support [is] available, individuals feelcouraged to take
risks, to do something they had perhaps never Hef@e, knowing that
whether success or failure followed, they woulddide to share the
results with their colleagues

In schools, SMTs need to be constantly supportedlbthe stakeholders involved so
that they can carry out their duties confidentlizgeTDepartment of Education should of
course be the primary source of support for the SMdcause SMT members are not
trained for the managerial positions they occupyemvhthey assume duties.
Respondents revealed (see page 131) that the SBE® to undergo formal training
once appointed, and there should be ongoing wopfshg of SMT members. This
workshopping will update them in the developmentsthe field and equip them
accordingly. They envisage training as very impuriaecause they suspect a lack of
competency in vital managerial functions by the SNMBmpuru and Spoeltra (1993:

15) argue

The educational leader cannot be expected to peiis duties on a hit
or miss fashion - there is an urgent necessityethrcational leaders to
receive both academic and professional training eiducational
management
As an employer, the Department of Education shquivide the necessary support
structures to schools. Hence the Education WhifeeP2 (DoE 1996: 31) claims, “the
assistance and continued support which schools mtjuire should come from

provincial, regional and district education depamtnhs”.

However, very little is done by the Department wtikase newly appointed senior
teacher assume their duties. The department jasidstaloof and watches SMTs
managing their own business. All they do is issepaidtmental circulars which are

sometimes not clear and expect certain kinds ofeaelment from those SMTs; the
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perception is that they never help realize thodeeaements. The expectation is that
SMTs should get formal training.

5.2 Empowerment and staff development

Many respondents view formal training as one of Ways in which SMTs can be
empowered. Having acquired the necessary traitimogigh, SMTs need not make that
their prerogative. They should disseminate thermédion to all the relevant people. In
Britain Bryk et al. (in Fullan 1999: 39) describe what happens at sst®ol when
teachers have learned something valuable at andeuigorkshop: “ ...the teachers
(when they come back) will just call a meeting beit own, just to get together to
share these ideas - No one is directing this”. ©€husg information and skills on
certain individuals in an institution and relyingh dhose people for advice when
confronted by a problem is detrimental to the sth&eople not exposed to such
information will be disempowered. A living exampbes | speak: Last year my school
bought a photocopier and only one teacher was tgbgtthe principal) how to use it.
The principal then ordered that no other teachehenschool must use the machine
because ‘it will break if it is used by many peoplEhe teacher concerned came up
with unpopular rules such as 48 hours’ notice kefgou can have your work
photocopied. This proved to be unsuccessful in tifa¢n the teacher was held up
somewhere no photocopying took place.

On the other hand some informants feel that ther@o need for formal training
because of the dynamics of education (see page IB&Yy see training literally as
training an animal to do something in a particulay. They will only know one way
of doing it not another. Managers in that case Wdlve rigid ways of solving
educational problems, which might not always becessful. The conflict-solving
tactic that was relevant in the 80s is not likelybe effective now. The solution to this,
they say, is an old saying that experience is test beacher. This assumption is
workable in most of the cases because you canketaaighly qualified teacher and
make him or her a principal of the school withdwttbackground experience. This is
prevalent in the township schools where you wilidfia principal with a three-year
teachers’ diploma only, but with the vast expereeshe or she has gathered he or she is
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making a good principal. Recently in one of themitews (for the deputy principalship
post), here in Grahamstown, an Education Developn@fiicer (EDO) stated
categorically that qualifications did not counttthauch. He proclaimed that, “Here (in
that school), we do not want a paper to lead ttheal; we want a person”. This shows
that even though the departmental policy on requargs for a specific post is laid
down, say for an example, to be an HOD, you muste htree years teaching
experience, practically what they may look formsexperienced person with more than

ten years in the field.

At a school level the manual for school managenaegies for management support.
This is “the degree to which managers provide ctEanmunication, assistance and
support to their staff” (DOE 2000b: 11). To commnuaie clearly principals should be
aware of and use the correct communicating chanm®liso principals should be very

careful about the timing of communication. Issukewd be communicated in good

time — not too early or too late. This will helpdeeate harmony in schools. The vision-
crafting manual (DoE 2000c: 13) argues, “All schlooéstablish appropriate

communication channels and structures to ensuretiand effective reports-back to

parents and the community about the performantieeo$chools”.

The team spirit highlighted as an ideal by the oesients means oneness, to me, in
whatever the team does. Team members become anohitlo everything with the
spirit of succeeding. Senge (1990: 352) is of tlevvthat leaders “do not have the
answer”, but instil confidence in those around th#rmat, together, “we can learn
whatever we need to learn in order to achieve ¢selts we fully desire”. To achieve
‘everything’ the leader needs to take the initiatte enhance the potential of each and
every team member. Such leaders are likely to lshaeed commitment as their team
members. According to Sergiovanni (2001: 23) “sdacemmitments pull people
together and create tighter connections among dreibetween them and the school”.
To that effect the spirit of team members mightrhised and team members might
begin to express themselves as ‘us’ rather ‘metl@deam members’. The likelihood,
therefore, of SMT members not sharing the same doments might manifest itself by
members pulling in different directions, in whicase strong leadership is needed. The

importance of leadership is discussed more fullgrlan this chapter.
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5.3 Participative management

Respondents view decision-making as a participatacyivity where everyone
concerned should be involved. Owens (2001:288) emgtin participative decision-
making, all members have the right to be heardhaee their views considered, to
express feelings, to offer knowledge and inform@tid his was very prominent in the
guestionnaires (see page 128) and my observationgplemented this. All the
meetings | observed were conducted in a relaxecharamhere every member was free
to voice his/her views. This is a sign of democratianagement in schools. Clearly if
meetings are conducted in that fashion all team lbeesnwill own those decisions
because “...it is only if people are involved in fhr@cess of decision-making that they
will own the decision taken” (Udjombala 2002: 4%is is in line with Kurt Lewin’s
core principle: “We are likely to modify our own leviour when we participate in
problem analysis and solution and likely to carty decisions we have helped make”
(Weisbord 1987: 89). Lewin’s principle bears testnmy to the way in which people
who were not involved in decision-making react. iThexclusion becomes the
scapegoat and they give the impression that if @iene included they could have come
up with a better idea and could have anticipatedpitoblem beforehand. The kind of

assistance they give their principals is a wait sewl stance (waiting for a failure).

| see the inclusion of relevant stakeholder as fol- In the first place, stakeholders’
involvement will endorse the democratic naturehs school in which they (schools)
are supposed to operate. The manual on managinadidg school§DoE 2002b: 2)

states

The new education policy requires school leadedsraanagers to work
in democratic and participatory ways to build nelaships and ensure
efficient and effective delivery...

The basic aspects of democracy are participati@himvolvement of people in issues

affecting their lives. According to Munro (2003:87

staff involvement [is] described as being about imgisure that staff are
involved in all decisions that affect them; frong lwhange programmes,
to the day-to-day decisions on how services argated.
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This is an ideal democratic situation but our pcattsituations suggest otherwise. If
for some reason the school is to be break earlyjnfstance, it is very easy for the
principal to ring the bell and call it a day. Btithat suggestion could have come from
below, s/he might reject it on the basis of accabifity to the DoE and in the interest
of learners. Some day-to-day decisions are thugsuto the mood of the principal and
thus entirely undemocratic. In the second placgugion of stake-holder input means
that the school leader is guaranteed the necesspport (both physical and emotional)
and the diversity of inputs the team members d&eaylito come up with. More often

than not principals find themselves alone and deddrecause of their decisions and
practices. They need to be in touch with their SMmd inform them timeously of their

intentions.

Respondents also emphasise the importance of bathgnformed, including knowing
their roles. First and foremost, according to Swrgnni (2001), the principal will
require good communication skills. If the leades lgaod communication skills s/he is
likely to articulate beliefs persuasively, effeeliy explain decisions, check for
understanding, and behave in ways that reflecethetiefs and decision#b(d.: 5). If
the above is to be accomplished, the leader isategdo both inform team members
and at the same time to communicate his/her irtestiPeople need to know exactly
what to do, in which case they are likely to be femt in tackling their tasks. It
becomes evident that dissemination of informatisnof paramount importance.
Therefore the principal is expected to adopt aiudi# of transparency regarding
information, because “a manager who believes thaet employees don’t ‘need to
know’ information isn't likely to be able to perforwell in a team” (Hayes 1997: 41).
This also results in ‘unilateral decisions’ which perceived as problematic by the

respondents (see 4.2.4).

Respondents also revealed that SMT members nelkdote exactly what their roles
are. Studies by Bush (1995) and Lukhwareni (199%wsthat SMTs are not familiar
with their roles as yet. However, the SASA (1996yery explicit about the roles and
duties of SMTs. My research also found that SMT imers are not sure of what their
roles are. Some of the SMT members (in the quesioes) claim that one of their
roles is “to be a member”. This shows that the lledeparticipation of the SMT
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members in their respective schools is very minir@ale is tempted to argue that their
participation is confined to their departmentaligéfions. For me to be just an ordinary
member suggests that other SMT members are doegothand you are only there
because your position requires you to. There isampelling motive for that particular

member to be part of the team.

The informants further suggest that leaders neeatdoire good leadership skills such
as listening and communication. They are of thevvikat leaders need to learn and
listen to their constituencies. Learning from otpepple is a social act. According to
Weisbord (1987: 94) “Involving people [is] not a&chnique,’ it [is] the bedrock of

social learning, requiring goal focus, feedbackdkrship and participation by all the
relevant actors”. This is complemented by Vygotskigelief (in Schunk (1996:213)

that people learn through social interaction. Lesyrirom what the people are saying
and doing gives a leader the opportunity to asessnticipated outcome of such an

act.

On the other hand, Weisbord (1987: 91) argues)€aon from your own experience
[is] an innovative form of management educationhisTmeans that leaders need to
learn through exploration. As highlighted in chage principals should feel at liberty
to make mistakes because they are exploring -Haoutld ensure that that mistake is the

last!

When it comes to listening, the findings emphabkis® principals need to listen to all
the stakeholders when they are to make bindingsoers. They need, as far as
possible, to listen to the different views of difat parties in order to make an
informed decision. The leader, therefore, is exgubcio ‘listen’ to the members’
feelings and try to accommodate them. It seems wapprtant for school leaders to

realise that through listening they could learn stinimg new from other people.

As indicated in chapter 4, the issue of commumeahas not featured strongly in the
principals’ responses, but was prominent in othBfTSmembers’ interviews. One
respondent said, “Communication is a two-way precg®u must listen to your
educators [and] your learners”. According to Hoyl avliskel (1996: 346), “two-way

communication is a reciprocal, interactive procgisscted toward discovery and new
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understandings through speaking and listening”. yTheontinue to say,
“Communication is an activity which takes place wha message is transferred
satisfactorily from one party to another so thatah be understood and acted upon if
necessary”. The parties involved need to ensuttethies both understand the message
in the same context, failing which they might ursdend the same point differently.
Therefore the key element in communication is ustdeding, and to understand one
ought to be able to listen well. Effective commuation in schools is the stabiliser
because each person will be timeously informed \@rghing that takes place at
school. These communication channels are ‘warrsmgns’ Weick (1996) is
suggesting. In his words “...people need to look dorerse clues that give early
warnings of impending changelb{d.: 568). In a school situation principals need to
heed small issues that might lead to big probldmstiattended to in time. If there is a
probability of misunderstanding and conflict, thenpipals need not wait for those to
erupt but deal with them as they arise. To becéffe in that regard, principals need to
strive to manage issues rather than to solve pmubl¢Weick 1996: 570), and

communication is clearly a key component of thid.sk

5.4 Leadership in team management

This research has found that participants do nedyd think it is advisable to work as a
team. Sometimes the job that needs to be donealiwilite the manpower required. For
example, one need not summon the whole SMT to deloav to undertake his/her
teaching obligations. Or it would be ineffectivevtait for the SMT meeting to decide
whether to call an ambulance for the learner whe $gained his ankle during break
time. It is evident that in both cases there is1\@ed for teamwork and the decider is at
liberty to make his/her own decisions. These kiofdsinilateral’ decisions should not
be confused with authoritarianism because the dchmamagers will be using their
discretion. It is possible to argue that a managsrds to be able to use his or her
discretion in making decisions because of the latkclarity in managers’ job
descriptions. Similarly, Crawforelt al. (1997: 137) assert

Where other SMT members advocated a course ofnagtiuch lay
outside the boundaries of acceptability by the hehd latter could
withdraw a decision from the SMT and make it ueitatly.
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However, DOE (2000b: 15) warns:

... you need to be able to judge when it is best to:
Make a decision on your own

Consult and negotiate before you make a decision
Allow others to make a decision.

It becomes apparent therefore that principals somstneed to make certain decisions
without consulting the rest of the SMT. Munro (20(B6) states, “...For small
problems it might be a little too formal and cunsmene”. Sergiovanni (2001: 189)
highlights that principals may “need to make derisi in light of the unique
circumstances that they face”. The experience apdseire (of the principal) to day-to-
day problems facing learners and staff will giventier a basis for taking such
decisions. | have learned through my research,thraigh my interaction with the
SMT members, that having done that, the princigads to explain his/her actions to
the team. Sometimes it happens that the principsithken unpopular decisions and in
that case he/she will subsequently be asked tasevbem, failing which the SMT and
the staff will disown them. This kind of decisioraking is different from the type of a
leadership style where the principal is dictatorial this kind of decision-making
approach, principals are exercising their authofitys expected of the principals to be
authoritative without being authoritarian. Closesjated is the type of a leadership
style (and its implications) where principals angtoaratic, but even this mode of

leading is not as simple as it sounds.

Some respondents have favoured unilateral decmmmking and implementation
because it suited their management styles well.he®t felt teamwork is time
consuming (to be discussed later in this chaptéudkl (1998:139) argues, “If you want
it done right do it yourself’ is an old expressitat is still popular with some people”.
Some respondents would want to do the jobs themselot because they do not trust
the team or they do not have confidence in themidtulfil their own personal visions

about the job.

However, this is contrary to the departmental pyeiste:
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It is no longer good enough for a principal to bgoad administrator: s/he must
be a proactive leader and manager. But in the itiefinof leadership and
management, the principal is not expected to cdreyburden of running the
school alone. S/he is expected to form a schoolagement team (SMT)...
(DoE 2000b: 2).

The department here emphasises the acknowledgeandntecognition of SMT and
teamwork. Principals need not take everything uppmmselves and administer them;
they should share the work with the SMT. Not a# frincipals are comfortable with
that arrangement though. Yukl (1998: 139) suggeststhere are two reasons for the

reluctance of the managers to delegate work: “unsgcand perfection”.

This individualistic approach to work has been eded by my study. Principals felt
that it is sometimes easier to work alone for #eson that although a team will do the
job jointly, it is faster to do it individually. R@ondents suggest that principals take
those unilateral decisions because there is no timspend on convening a meeting.
Also your team will not do the task as you woulkklit to be done. Therefore the
principal will not be entirely satisfied. Casanoy2003) calls this the individual
worldview. She argues, “People in this world viene aoncerned with the self and with
the satisfaction of the self. Other people, consslipor unconsciously are looked upon
as instruments for self-satisfactionbi@d.: 2). Such principals are predictable in that
when they come to a meeting with an issue, youtelifrom their introductions where
they stand. This behaviour becomes eminent inrtfpeimentation of those decisions.
If the decision favours the principal s/he will diaimplement it, but if it favours the
staff and other stakeholders, s/he might even \b&i decision and implement
something not agreed upon. In that case the pahaeyil be excluding the staff in

decision-making.

According to Casanova (2003) the exclusion of teaembers in crucial decisions is
for the convenience of school managers. It dereasntmembers the opportunity to
grow and develop. Yukl (1998) suggests that thek laf delegation is prevalent in
institutions where the senior feels threatenedunmyoys who seemed enthusiastic and
willing to learn. He claims that these managers afraid that the empowered
subordinates, if they know everything, will takeithobs one day. He argues, “Failure
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to delegate may be the result of a strong neegpdover by a manager, sometimes
combined with insecurity”lbid.: 139).

In my opinion this may cause problems for all thaseolved. Firstly the rest of the

team will feel sidelined if the principal does mansult them. As a result they will not
cooperate with him/her and also disown those dmussiin the strongest terms,
especially if the decisions fail. They will viewehprincipal as being dictatorial and
autocratic. Secondly, decisions made at manageleeek also affect learners. Thus
learners might consider those decisions as beiqpsed upon them. Their reaction
may be to rebel against such decisions. For exaraplae time in 2001 we as a staff
decided to send those learners who were not dressethool uniform home. We did

not involve learners in this arrangement, and essalt, their representative council of
learners (RCLs) arranged a meeting with the SMTe @auld tell that they were

disgruntled. From that meeting consensus was eehoh the uniform issue and all

parties were satisfied.

Thirdly the implementer (in this case the princjpalight be at loggerheads with
his/her fellow teachers, and learners, becausentbeests and feelings of other parties
were not considered and they saw the decisions@snéntal to them (Yukl 1998:
128). During the interviews, one of the respongeatuded to the fact that if the
principal takes decisions that do not concern hime respondent, (without
consultation) it is fine, but if the decision wih some way concern him directly or

otherwise then there will be a problem.

The difficulty experienced by the participants nagtising shared decision-making may

also have historical roots. The Task Team Repatést

Principals and teachers have consistently beeheateceiving end of
top-down management structures. They have worked megulated
environment and have become accustomed to receidirgct
instructions from the department officials (DoE189®)

The history of South Africa tells us that the lega€ apartheid emphasised hierarchy in
schools. For that reason the levels of operatiorewedependent. The lower level
depended on the next upper level for instructions @arried those instructions rigidly.
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This has had an impact on the general administratfoschools. The principal had

certain responsibilities to fulfil and was not egf® to consult anyone in the school
because s/he was solely accountable to the disffictals for the departmental needs.
It is possible to argue that independent or umétmanagement is a symptom of the
system’s top-down past. Principals accustomed iowlay of thinking will therefore

find it difficult to change.

However, this kind of imposition put principals tire spot and they were subsequently
facing criticism from all corners of the communitgonstant criticisms together with
the departmental expectations were among the fahagsurged principals to want to
run the schools unilaterally. As | have arguedngpals who act independently are
perhaps simply living out their style of leadershipd management. Such principals

were, and still are, not in favour of change.

One of the functions of a leader, as highlightedh®/respondents, is to encourage the
staff and learners. Respondents see the abiliytourage as the most important pillar
of team building. And that encouragement also Isuilelam spirit. According to
Sergiovanni (2001: 101) this is one of the fiverties of leadership’ — the human force.

He is of the view that

Principals expressing this force can be thouglsaissuming the role of
“‘human engineer,” emphasizing human relations, rpsesonal
competence, and instrumental motivational techrsiqu&s human
engineers, principals provide support, encouragémand growth
opportunities for teachers and othdlsd.:101).

It becomes clear that among other duties a prih@pexpected to perform is to mentor
the staff. Mentoring generally means “...the posisupport offered by staff with some
experience to staff with less experience” (Blandfd®97: 234). It goes without saying
that principals have an edge over the staff in $eofrskills and expertise of which they
are to give to the staff. Also principals needrspire other fellow teachers and behave
in a manner that is exemplary of a visionary leadmcipals need to ensure that
teachers learn; in Senge’s (1990: 340) terms, pdAte

...are responsible for building organizations wheesgle continually
expand their capabilities to understand complexatgrify vision, and
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improve shared mental models — that is, they aearesible for learning
... through learning we become able to do somethiegnever were
able to do.

As part of encouragement the respondents feelttieateader needs to come up with
challenging activities. In so doing, according terg@ovanni (2001: 169), the leader
needs to “...turn problems into solutions and impletteem”. Such activities are most
desirable in an underperforming SMT. As a mattefiaof it happens that SMTs do not
perform as expected; this is perhaps due to thetfat they might be bored with
executing the same duties everyday. That is, theynat find the routine work
challenging as a result they just rest on theirdBsuand no progress is made.
Sergiovanni (2001: 169) further argues that leadeesd to “...use their positions to
recognize and reward accomplishments of both staff students”. In which case
school principals are expected to publicly acknalgkework done by teachers (even if
it is not a big achievement) through staff meetiagsl assemblies. This is likely to
motivate and boost the morale of teachers becaheg might feel that their
contributions to the school are appreciated andesguently strive to do more. Another
important task the principal is not to forget isget the teachers to learn in the school
setting. Fullan (1993: 98) asserts, “Individuallypdatogether, principals have a
responsibility to upgrade the learning opportusites all teachers in the system”. If

that learning environment is created, teachers htiglempowered (discussed above).

Another point raised by the respondents is the tepresof accountability. The
principals say they are accountable to the distfitite, deputy principals say they are
accountable to the principals and HODs claim to doeountable to the deputy
principals. The DoE (2001: B-2) defines accountpbihs “...being accountable for
one’s deeds as well as being responsible for andéts institution... But according to
Gunter (2001: 142) accountability is “...a two-way@ess”. Accountability needs to
be reciprocal. If for instance the principal is @actable to the EDO, then the EDO is
also accountable to the principal in return. Howevespondents view accountability
as vertical and ‘one-way’ and that implies that S\perceive themselves as operating
in a bureaucratic kind of environment where ‘officare arranged vertically, that is,
each lower office is under the control and sup@&wi®f the higher one (Weber in Hoy
and Miskel 1996: 48). This is in line with Polligt al's (1998: 12) definition of
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accountability as “a relationship in which one past obliged to render an account of

his/her actions (or the actions of a particulataorgation) to another party...”.

In schools it is not practical for the SMT memb&r®perate at the same level when it
comes to accountability. This is due to the posgi@and types of responsibilities
assigned to each of them. The questionnaires evehht that is why principals are
‘forced’ to ensure that they make good decisiohss (tould go as far as principals
making unilateral decisions) because they are tigs vho are ultimately accountable.
Gunter (2001:118) asserts, “...having a SMT has beportant in sharing the burden
but it does not remove the public accountability ohool effectiveness that is on the
shoulders of the head teacher”. In this regandcjpals are free to account for positive
things the school achieved e.g. good Matric redqultsfeel ashamed when they have to
account for negative things. One principal assumesl that he feels embarrassed

accounting for mistakes made by his SMT members.

Although the respondents feel that SMT members nedzk equal, it becomes clear
that in a democracy, accountability is one of thepe&ts that are legitimately
undemocratic. There is no equality when it comesatgountability because the
principals feel the need to maintain the superyisiatus and enforce compliance to
the departmental polices of which s/he is evenpualtcountable, as the findings
revealed. According to Sergiovanni (2001) thia isaditional mode of leadership. In
his terms “traditional leadership practices emptesierarchy, rules, and management
protocols and rely on bureaucratic linkages to echipeople to work by forcing them
to respond as subordinate$bi¢l.:132).1t may happen that SMT members or the staff
as a whole might want a clarity from principal a@mgething s/he has done, and in such
case the principal might feel challenged. In orsance from my own experience, a
principal accepted a teacher from the districtceff{without consulting the SMT and
the staff). When asked about the status of thentgday the staff - (i.e. is the teacher
there as a loan teacher or permanently) - he seaoted know. He then went back to
the District Office and said his teachers did nahihe teacher at the school premises.
When the District officials visited the school tetgo hear their side of the story they

were surprised and concluded that the principalliladn the matter out of proportion.
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The above scenario is a typical example of a probieith a vertical notion of
accountability. The lower level tends to be acquees to the higher level, resulting in a
lower level being ‘afraid’ of the higher level. @iy approaching the District Office

openly for clarification would have been the apprate course of action.

The need to move away from autocratic and ‘nervdesdership thus emerges
strongly. Bass (1990: 417) argues that autocratadlérs “discourage subordinates’
contributions to the decision-making process ang fptle or no attention to
subordinates’ needs”, and clearly this is undelrabehaviour in teamwork.
According to Hayes (1997: 74) “It is vital that adam members share the vision,
because otherwise they are likely to find themseWerking at cross-purpose or unable

to reconcile basic conflicts”. | now turn to theegtion of vision.

5.5 Vision and absence of vision

The question of vision received little attentiomiry findings. This is partly because no
direct questions on vision were asked and the respus’ answers subsequently did
not touch on their visions. However, many oppotiasiwere there where it could have
emerged and should have emerged if the notion vweaity part of their philosophy.
The fact that it did not emerge strongly may intbcthat questions likeWhat is your
role in the SMTand -In your opinion, what makes an effective SMT? Whegfe not
answered as anticipated, or they might have dlicitee visionary aspect of team-
working. This suggests that respondents, especthby principals, perhaps do not
consider vision-building to be central to theira®las leaders, or do not see vision as a
major characteristic of teamwork. It may also,colirse, simply be a factor of the
unrelenting pressure brought about by the pletbbaolicies introduced over the past
decade, which may well lead to a compliance mird-sgher than a creative and

innovative one.

According to the literature, the starting point fare teamwork should be the crafting
of a school vision. School vision is the fundaméagpect of strategic management and
is at the top of the school transformational mddee DOE 2000c: 9). Vision crafting

is a “...process, beginning with an event, which ¢sitogether every stakeholder in
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the school community” (DOE 2000c: 9). A typical exale of such an event is the
official opening of the school where each and ewtakeholder has a duty to perform
in ensuring the success of that event. Anotherwoeld be the changing of school
uniform — everyone needs to have a say in thatdegéhether it is in terms of colour
or texture of the uniform. A school vision has @aeity of changing the status quo of
an institution. Hence the training manual on vistoafting (DoE 2002c: 79) argues, “A
collective vision is the bond established among rmomity members by merging
individual desires into a collective will to sucdéeThe school community therefore
should strive towards having a common goal andomisbecause two visions will
create a division. Once people are divided or doshare the same vision they will
portray what Harriset al. (1997) calls the common fallacy. They claim “asswgn
people are uncooperative, when in fact they maye tdifferent goals” lpid.: 20) is a

fallacy. People work according to their visionglod job and try to fulfil it.

Literature suggests that each principal should Has#her vision about the school and
should see it pursued. It would be unwise thoughtie principals to push for their

personal interests because “...neither principalsstasng ‘unilateral leaders’ or

principals as ‘weak followers’ are relevant to féure role of the school as learning
organizations” (Fullan 1993: 73). The importantussswith schools is that they are
learning organisations and learning itself is aticmous process. Therefore school
leaders need to take the future state of the schuol consideration when they
themselves have left the school. No one principal principal for life. The manual on
managing and leading schools (DoE 2000b: 45) assert

The school needs a vision and a mission statenematuise the principal
and the governing body will change over time. Clsngan be

disruptive unless the school has a clear directind everyone has a
shared idea about what the school is trying to do.

The school vision therefore acts as a pointer asthhiliser in cases where the SMT
leaders are in constant change. If the school hasien, regardless of the changing
leaders, the community will know where they aredmeg To reconcile the school

vision with the new principal’s vision can be preflatic in the sense that the principal
would want to come up with his brilliant ideas whnimight be in contrast to the school

vision. Likewise the school community might want ¢ontinue with their vision.
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According to Senge (1990: 352) this is normal, @aedbelieves that, “In a learning
organization, leaders may start by pursuing thein @ision, but as they learn listen
carefully to others’ visions they begin to see tthair own personal vision is part of
something larger”. According to Bolman and Deal939) the solution is for the new
principal to understand the school’s existing wisifrst and develop a new one
borrowing from the old.

Another factor highlighted by the informants isttlaes a leader your team members
must know what you are about — your intentionsotimer words team members must
trust and share the same vision as their leaderediél997: 73) argues, “...Sharing of
the common vision of the work is regarded...as béhgydefining characteristic of a
team”. Harriset al. (1997: 20) further argue, “Cooperation and teankwaquire
clarity of joint goals and expectations and constannitoring of outputs versus the
agreed targets”. It becomes apparent that visioos fall those involved must be

discussed upfront to curb any chances of misurataisig.

It is possible to argue that the absence of vidisnourse may be part of the legacy of
apartheid which seems to have left the school&estalders with the perception that
they are separate entities although operatingarséime school. The schools emerge as
having imaginary territories where each sectioraies independently of others within
its boundaries. The principal has his/her domaith does not want any ‘intruders’ in
terms of challenging his/her ways doing things bseas/he does not expect to account
to or consult anyone in the school. Teachers dextsee as to whom to account to.
They are only accountable to their superiors. Eaththese stakeholders pursues
different goals and objectives, pulling in diffetedirections. They do not see
themselves as equal partners who have a valuableimgion to make in trying to
better their school. Even now there is no truedii@mnation: learners are still regarded
as ‘minors’ and not as equal partners in educafongubo 2004: np), however

contrary this may be to our democracy which caltddll participation.

The question of vision is closely related to shquiliscussed earlier in this chapter. It
may be that where sharing is little more than allimg duties to alleviate the
principal’s burden it would be more appropriate Speak of ‘groups’ rather than

‘teams’. In chapter 2 Belbin’s (2000) distinctioretlveen groups and teams drew
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attention to the special qualities that charaatetegmms, such as purposive selection of
members, working within a joint vision, and shaleadership (see 2.1.1.). It is possible
to argue that the teams in this study are teanthenmaking only. Membership is
linked to rank and position (by and large), leadgreemanates mostly from the top,

and their rationale for being seems mostly linkeedole allocation.

5.6 Threats or challenges

The need for on-going training emerged stronglyny findings. The problem | see
with SMT members’ lack of training when they assumanagerial positions is that
they tend to succumb to ‘older members when it esnto decision-making and
implementation. Furthermore the sayilfghen in Rome do as the Romanglsgzomes
the order of the day. During an informal chat watte of the newly appointed SMT
members, he told me that during his orientatiomggerthe new SMT members are told
that the ‘old’ members do things in a certain wathen they ask why the answer is
that this is how things are done, and have alwagnldone. In certain situations new
members are not really accepted because older merasbe management as a legacy.
Hence Harriset al. (1997: 17) claim that many organisations “...faildotlive their
founders”. Naturally in these circumstances theoetltannot grow and develop
because it uses old ideas that may or may notfbetiee. Van der Westhuizen (1991:
5-6) argues:

The management training of the educational lealdenld comprise two
aspects, namely basic management training (theeagadrofessional
component) followed by a management developmengramome (in-
service training).

It is a fact that teachers, when they are promédedenior posts, are not trained as
managers but as teachers. For that reason, thaumnaéic style of management used
during the apartheid period suited them well, beeathey just implemented and
administered what came from above without quesiit. It is this complacency and
acquiescence that renders the SMTs dysfunctioreause they are the ones who are
directly involved at school level and they know theeds of the school community
better. The department on the other hand might waminplement programmes that

seem effective, but are practically not applicable.
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Lukhwareni (1995) is also of the view that SMTs ahée be trained because untrained
SMT members will find themselves in confusion. Heoaurges the DoE to constantly
provide guidance and support to the SMTs and aladivenake them aware of their

roles in school management. The department proethitiat it would be successful if

“all members of SMTs attend managerial and devetypmrogrammes” (DoE 2000c:

13).

If training of SMT members is in the interest oétbBepartment, one wonders why it
takes so long to accomplish. As a teacher myselinl aware of the Department’s
attitude of dragging their feet in attending to eational imperatives. Seemingly the
Department is running education with little, or mesources because the funds seemed
to be insufficient no matter how much the finanaaister can allocate them. The Task
Team Report (DoE 1996a: 31) argues, “...it is vitaihportant for local department, as
a matter of urgency, to develop teams of suppeaff stith sufficient expertise and
resources to offer good management support to &&£hdodging by the look of things
this recommendation will take long to be realizetduse the department’s priorities
are not same as the schools'.

On one hand it becomes evident that training, atthanot yet provided, is fundamental
to people in the management position. On the ofiaed the department is issuing
manuals, guidelines, and circulars that stipulatecty what is to be done and when to
do it. The alarming thing is that school manageesaperating independently of those
directives. This raises suspicion as to whethey tfsghool managers) are able to
interpret the documents and put them into praaiceshether they ever consult them
when they are confronted by problems. The concdluswould draw from my general

observation and exposure to such situations is tti@de documents are never read.
Even the EDOs do not read the departmental polmyuchents. Two years ago a
teacher shot and killed someone in the townshipvaasl subsequently arrested. The
EDO, handling the case departmentally, chargeddheher wrongly (under a wrong

regulation and section) and the teacher escapesequton. However, on the 21

August 2003, at a principals’ meeting at a locatost, the Departmental official

addressing the principals, announced, “As prinsigalu should know the departmental

documents from cover to cover just as you know yBibles from Genesis to
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Revelations”. He added, “so that you [principalahcapply them to situations that

would need them”.

It is clear that the department is aware of the tlaat school principals are not familiar
with the departmental policies, but the very samapatitment is doing nothing about
that. The department does not follow up on newcpesito be observed by the schools
and evaluate its intended purpose. If it did, idd have detected that and employed

alternative measures. As the case now stands ne#iiy is doing enough.

Training for SMTs is offered in other countries.Philadelphia for instance Crawford
et al. (1997: 134) confirm, “In one authority there wa@urses for newly appointed
deputies”. One would speculate that such courses bameficial, effective and
sustainable. But what is important is the nature¢hef course and what those deputy
principals take out of the course. The courses ldhiake into account the context of
the people and try to build upon it. However, eugiBritain government support has
never been conspicuous. Hence Fullan (1999: &f)ear “...School systems are not
known for their capacity to seek and incorporates néeas, and there is no strong
external infrastructure that supports schools is thgard”. To me it is clear now that
the lack of valuable support of schools is a urgaeproblem and district offices are
doing little about that. One would be tempted tmkhhat it is a norm that schools
should not be given all the resources they willcheecarry out their daily duties. Or
perhaps it is what Kurt Lewin once suggested, Sltbetter to give people a few
boundary conditions and let them solve the probtean to hand them ready-made
solutions” (Weisbord 1987: 97), in which case sdbanay be expected to learn to

improvise.

My findings suggest a lack of willingness to be atiee and act independently.
Creativity has proved to be problematic and itseabs seems to have played its role in
schools’ apparent inability to transform themselvidss is so for a number of reasons:
Firstly, because of the past experiences and theimvavhich black schools used to
operate, schools were not ready to operate onalgir Secondly, the lack of resources
and personnel made it difficult to fulfil their des. Thirdly, the lack of strategic
management by the school management denied thelgbieoopportunity of attaining

Section 21 Status, since they lack the skill of agang their finances and other assets
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of the school. Lastly, the kind of management agpinothat seemed to be difficult to
let go in some of the school managers contributesthools’ inability to act creatively.
Everything was supplied by the DoE and schools embsntly developed a
‘dependency syndrome’ and were dependent on the B hence the DoE decided

for the schools what was best for them.

Management development courses have also beerafifethis country, and indeed in
this province (The Eastern Cape). Research in pssgr(Madasi 2004: np) on
management development has found that

management development is done without the negedsfiow up,
support and monitoring after the implementatiomgstand evaluation of
the programmes and this renders the programmeteatige in some
schools.

The research reports that “participants are frtetraby the lack of support and
monitoring and complain about the invisibility dfet EDOs in their schools” (Madasi
2004: np). This study also finds that trainingnghe form of seminars, which is ‘talk’
and no workshopping. Munro (2003: 287) assertsydivement in the workshops
[leads] to increasing confidence among both graaums a greater willingness to deal
with each other on workplace issues and use thélgrpesolving procedure”.

Fundamental to these concerns is the lack of etrafuaf the programmes. Evaluation
is the last stage @hanagement cycle. It is unfortunate that the ED&2srsnot to know

that learning something is actually doing it. Idithe findings of this study a true
reflection of what the Departmental officials am@rd). They only visit schools when

they are to issue circulars, and never monitdréfdchools are adhering to them or not.

Another issue arising from the findings is linkexdthe political nature of schools as
organisations. Principals are faced with a chakeoigsatisfying everyone in the school
failing which s/he is going to be boycotted. Thlidecause of the political nature of the
school climate they work under. Bush (1995:87)estdteaders have their own values,
interests and policy objectives which they seeadwance as appropriate...”. However
they are to take into account that if they do stingt contrary to what their

subordinates expect of them then they know thercegsions thereof. So they have to
be very careful when they are to take any actiog@y imust involve everyone otherwise

teachers might be insubordinate. This kind of opgjmwsl leadership makes principals
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reluctant to try new things, but seek to pleasdr thebordinates for the sake of the
smooth running of the school.

This kind of political attitude increases the chemoof disloyalty amongst SMT
members and subsequently renders the principalstagit to delegate duties to other
members of staff. This fear of ‘letting go’ is thmesult of the lack of trust among

themselves, and principals are conscious of treattof ‘sabotage’.

Another issue is the matter of policies. As diseds& chapter 1, South Africa is
currently in a post-policy phase, and educatioparticular has been characterised by a
plethora of new policy over the past decade. Itrsethe effect of policy is two-fold.
On the one hand, policy provides the reason fangcfThis is evident in the reasons
given for establishing SMTs (see page 128). Onother hand, departmental policies
are perceived as a problematic because they aralways workable and thus restrict

the creativity of the school management.

The picture that emerges is thus both complex antemes contradictory. In the next
chapter | present the main issues emerging fronfimayngs as part of the conclusion
of this study.
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CHAPTER SIX

CONCLUSION

6.1 Introduction

In chapter 1 | identified my research goals afed:

The purpose of this study is to explore SMT memibexperience and perceptions of
team management, and hence their roles in mandggngschools. Flowing from this,
my sub-goals are to explore team effectiveness thedcomposition and general

functioning of SMTSs.

It is now appropriate to consider to what exteesthgoals have been met.

6.2 Summary of findings

Generally the picture elicited by this study isttli@e concept of SMTs is a positive
development. The participants’ perceptions are igdigefavourable and they welcome
the development, though many argue that it is ¢isdlgmothing new. Their responses

indicate several positive attributes of team marregd.

SMTs have brought the phenomenon of teamwork toftie, and teamwork is

perceived to have many advantages. Chief of thesm 40 be the notion of sharing,
both of the actual ‘load’ of management as welslagring human resources. Principals
are strongly of the view that SMT members needh@res everything, especially the

responsibilities.
Coupled with this is the idea of support, which plagticipants feel is very much part of

the notion of teamwork. Teamwork also brings at@btoadening of vision, since it is

not the leader’s vision only that needs to be acnodated.
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To the respondents SMTs are supposed to work amt.aTley view team spirit as a
unifying factor that instils confidence in team ni®rs. More importantly, principals

need to ‘guarantee’ team building.

In general, the responses confirm some of the vdgsussed in chapter 2 regarding
the advantages of teamwork (see page 14).

However, underlying this positive response are sétgnsions, challenges and needs
which make the actual practice of teamwork potdgti@roblematic. As was discussed
in chapter 2, time and effort arose as strong daaidges, since broad consultation and

the need for constant meetings are time-consurmdgequire dedicated commitment.

There are also tensions with regard to leaderdmigjng from the dual nature of
education leadership: on the one hand, principaseapected to work in teams with
democratic principles and develop shared visioging management, but on the other
hand they see themselves as the ones who are tallyna@countable. This tension can
result in principals’ reluctance to delegate amdst the team, since failure on the part
of the team will lead to personal loss of face ambarrassment.

SMT members’ projection of how they see a schoatlég is interesting, since they
clearly stress the human development aspect ofefshigh. As a school leader,
principals are expected to encourage staff andhéesr The ability of a leader to
encourage other members is a characteristic of ¢gaa building. Also they need to
mentor the staff and encourage staff members tystrincipals need to inspire their
staff and lead by example. Principals need to enthat they come up with challenging
activities because it might happen that underperifty SMT members are bored with
their daily routines. It is also expected of thénpipal to, where possible, empower
teachers. This is in the form of delegating certdirties to the teachers. Above all
principals need to undertake pastoral work at sishdde principal needs to be a good
listener — s/he must learn to listen to his/heff stiad learners before making any
significant decision.
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Interpersonal problems also emerged as a potentedt to teamwork. The diversity of
personalities can be detrimental to the team if mahaged properly. These include
personal agendas of individual SMT members whicly reault in infighting amongst

them, thereby working against the well-being of tisem.

Policy implementation is also perceived as a p@ektitreat, since it may restrict the
scope of the SMTs’ ways of managing the schootidants cite policy as reasons for
their action and conduct, but at the same timeriesttained and even overwhelmed by

the extent to which their work has become policyndated.

It is therefore not surprising that some particigdeel that it is not always advisable to
work as a team. Sometimes principals favour workKsgo' because it suits their
management styles, or for fear of failure, as dised above. Clearly this tendency is at
odds with current thinking on participative lead®psand management. According to
Sergiovanni (2001: 69) empowerment is a basic pi@®f organizing. In his words
“...feelings of empowerment among teachers contribotewnership of and increase
commitment and motivation to work”. While it is umdtandable that principals are
sometimes reluctant to delegate, this tendencysfeeth an already demoralising
picture. Government’s decision to cancel paid stiedye, for example, has done away
with a valuable opportunity for self-empowermenti the current climate of
retrenchment, forced redeployment, ineffective nirej courses, a principal not

committed to staff development is only making nratigorse.

Another potential threat is expressed in the stmeed on the part of SMT members to
be informed, and to know exactly what their roles. dhis suggests a weakness in the
area of communication and work allocation. Commatan is also stressed as one of
the needs expressed for school leaders to be opgreit SMTs and for the SMTs to

know their intentions. This is seen to lead to exiive decision-making. Respondents
view decision-making as a participatory activityess each and everyone concerned

should be involved.

When it comes to accountability, each SMT membainetd to be accountable to the
next level. Principals said they were accountalilethe District Office, deputy

principals claim to be accountable to the pringpand HODs said they were
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accountable to the deputy principals. This kindao€ountability is problematic. The
lower level tends to acquiescent to the higherlléMais vertical kind of accountability
is in contrast to what Gunter (2001: 142) belie¥esher accountability is a “two-way
process”. In her view accountability is reciprodhht is, if A is accountable to B then
B is also accountable to A. Interestingly, withc@entability there is no equality.
Hence principals to some extent are forced to agitethe issue first before endorsing
it because they are the ones who need to accouhteand of the day. The general
picture portrayed by the SMTs is therefore quiteaklin terms of their understanding
of accountability. This outdated and authoritansrderstanding reveals how narrowly
they understand the concept. Not surprisingly thougis is in line with my other
findings, such as the impoverished view of visitre preference of principals to go

‘solo’, and poor communication.

Another major obstacle to team management is thiéicab nature of schools, and
staffrooms in particular. As this study has showpnincipals sometimes include
colleagues in decision-making for the wrong reasacting out of fear rather than a

commitment to openness and democracy.

The question of vision was only marginally addressemy findings. This is partly

because there were no direct questions asked inrélgard. School vision is the
fundamental aspect of strategic management ana ispof the school transformation
model (DoE 2000c:9). The school vision has themaikof transforming a school. It is
also like a compass that shows the direction. Edp ibe fully legitimate, all the

school’s stakeholders must formulate it. If all pioconcerned are involved they will
adopt ownership of that vision. According to Se(i@90: 340) “people with a sense of
their own vision and commitment would naturalljjers efforts of a leader to ‘get them
committed™. A vision acts as a source of motivatiand people working according to
their vision do not need any form of external mation. The fact that is was given so
little attention points to a deeper problem of owghig and the philosophy of

teamwork.

Training emerges as a strong need. Respondentbdelithey are not well equipped to
assume managerial positions and that renders theffective. Exposing them to new

developments in education will place them in a dyettosition to tackle current
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problems. Management and leadership training isr@miment feature in most

countries, including South Africa, but the perceptis that the programmes on offer
have accomplished little. Perhaps the over-reliantéraining to solve problems and
bring about empowerment is another factor of tlubl@m revealed in the respondents’

narrow understanding of accountability.

In summary, although almost all the SMT membersspeaking the ‘right language’,
i.e. they are aware of the democratic concepty, seem less aware of their roles in
terms of democratising the educational manageniéms. suggests a fundamental lack
of understanding of the concept of teamwork (ad aglshared vision). The sense of
‘ownership’ referred to on page 22 seems largelgkitey, particularly when
respondents seem so reliant on ‘policy’, so trappedaccountability’, and so set on
acting ‘correctly’. It may be that the apartheiddey has yet to be overcome, and still
leaves educational managers overly dependent an'shperiors’. This has led school
managers to under-rate themselves and to be soatedng new ideas. Perhaps they
need more time to get to grips with the true demibcprinciples that are nowadays a

prerequisite of any organisation, to allow the geprocess to get under way.

It may thus seem premature to refer to the SMThig1study as ‘teams’. Perhaps the
notion of teamwork is too new, or perhaps the tadlthe past is too strong. It may be

more accurate to describe them as teams in thengnaki

6.3 Recommendations for future research

Although some work has been done on SMTs, | styofegl that the practice of team
management needs further investigation. In my sthéye are a number of research
areas that came to light, but were outside theescdphis study. | would like to refer

future researchers to the following:
This study did not focus on the composition of 8MTs. It would be of value if a

study could be undertaken to look at how SMTs amposed and what impact that

kind of composition has in terms its operations.
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The issue of gender was also not looked at ingtudy. It would be interesting to find

out whether female managers have different permeptof team management, and
whether female leadership styles may lend themsehae to the notion of teamwork.

The manner in which principals communicate withrtls8MT members needs scrutiny.
It would be worthwhile to interrogate how principatonvey and receive information
from their SMTs. Respondents in this study highkghthe need for communication
and being well informed, suggesting that there f@yommunication breakdowns in

team management.

The actual effectiveness of SMTs needs to be sizetl. This study focused on
perceptions only. It would be important to track #ttual impact SMTs have on school
development, for example, are decisions taken atimgs acted upon? How, and

when?

The most urgent and serious need for research asutiderlying cause of the
impoverished and narrow understanding of teamwbet emerged in this study. A
study of this nature may be best undertaken asractisearch, perhaps organisational
development, to make it possible to uncover th@lge®oted sense of dependency and

anxiety among school managers.

6.4 Recommendations for practice

It is now appropriate that | make recommendatianthé district office, principals and
SMTs respectively.

6.4.1 Recommendations to the District Office
District Office’s role is clearly to provide suppochiefly in the shape of development
programmes that develop people in their totalitpgPammes that expose and develop

managers’ sense of reliance on each other andrjmntagement would go a long way
towards addressing needs expressed in this studlyidD Office also needs to provide
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on-going support in the form of experts who visthgols to mentor principals and

other managers.

6.4.2 Recommendations to the principal

Principals need to be aware of the importance néglhing their SMTs, not merely for
fear of opposition, but because it is the democallyi correct way to operate.

Ownership will only develop in people who feel vediu

Openness is crucial for trust and real teamworiteieelop. SMTs members need to be
aware of principals’ intentions. Principals alsoedeto encourage teamwork to
acknowledge the democratic nature of the schoolnaost importantly to have a broad

base of inputs.

SMT members need clarity on their roles beyondnieee description of duties. It is

their role as team-member that needs to be dewtlopéhe principal.

Principals need to accept that empowering staff begmis their responsibility, and
therefore should delegate without fear of failurembarrassment. The notion that one
learns through making mistakes needs to be emhraced

6.5 Limitations of my study

This study did not set out to observe team managemepractice, and is therefore
heavily reliant on views expressed by respondemtistiae few observations | was able
to conduct. The study is therefore open to the saatidity threat most qualitative case
studies suffer from. | trust that my use of morantfone data source, as well as the

rigour of my data reporting and discussion addietise threat sufficiently.

The study is also, of course, not statisticallyegahsable, though the picture painted

here would probably be found to be true of manasie South Africa.
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6.6 Conclusion
The fact that the concept of team management positively received is encouraging
and perhaps provides a sound foundation on whicbutlm. One cannot doubt that

there is a strong need to develop democratic peti

However, in the light of what this study has fouridjs evident that educational
management in South Africa lags behind what thek Tesam Report envisaged in
1996. Educational managers appear to have a namolerstanding of their roles in
school management for the many reasons discussmce.abntil this understanding

matures there will be no true ‘team managemen$anth Africa.
This study can hopefully play its role in highligig problem areas, which could lead

to programmes and interventions which develop dthutal managers who still lack

the confidence to lead in democratic ways.
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APPENDIX A

QUESTIONNAIRE FOR SCHOOL MANAGEMENT
TEAMS (SMTs)

PART 1
Years in that position: 1-5year 6-8years 9-15years 16- +30years
Gender: Male Female

Marital status: Single Married Widowed Divorced Other

Home Language: Xhosa English Afrikaans  Other specify ---------

PART 2

2.1 Do you have a SMT?

If your answer is No please ignore questions 2270
2.2 When was the SMT established?

2.3 How many SMT members do you have?

2.4 What are the ranks/positions of your SMT mersiber
2.5 What led to the establishment of the SMT?

2.6 What was your role in the establishment ofSMeT?
2.7 How did you become one of the SMT members?
2.8 In your opinion, who should constitute the SMVRy?
PART 3

3.1 How often do you meet?

3.2 Who convenes the meeting?

3.3 Who chairs your meetings?

3.4 Who decides what should be included on thedajen
3.5 Do you use a quorum system?

3.6 How long, on average, do your meetings last?

3.7 Is every member given equal opportunity to kpea
3.8 How do you reach decisions?

3.9 How do you implement those decisions?

3.10 Can any SMT member modify decisions taken wimgatementing them?
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3.11 If “Yes”, under which circumstances is s/Hewaéd to modify them?

3.12 If you do not agree on a particular issue,twloayou do?

3.13 Do you always report to the entire staff agteery meeting?

If no, can you think of any issue(s) that you neetlreport to the staff?

PART 4

4.1 Has the SMT brought about any change(s) imiaeagement of the school? Please
elaborate

4.2 What is your role in the SMT?

4.3 To whom do you think you should be accountable?

4.4 Presently, to whom are you accountable?

4.5 Do you feel that you are involved in managiogryschool?

4.6 If “Yes”, how are you involved in managing thehool?

4.7 How do you feel about sharing responsibilitigh the rest of the SMT?

4.8 Do you think you are ready to manage your sithoo

4.9 Do you think SMTs need to have formal training?

Why/why not?

PART 5 (For SMT Members at or below post level &pn

5.1 How would you describe the leadership stylganir principal?

5.2 How does this style affect you?

5.3 Does the principal ever take decisions on &rsflwn without consulting with rest
of the SMT?

5.4 If yes, how do you feel about those decisions?

5.5 What is the role of your principal in the SMT?

PART 6

6.1 What do you consider to be the key roles ofshE in terms of managing the
school?

6.2 In your opinion, what makes an effective SMT?

6.3 What do you suggest can be done so that SMTbeaffective?

6.4 Are you aware of any policies and laws thavg® a framework for the running of
schools?

Please elaborate (mention a few and explain th&s).r
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APPENDIX B
SUMMARY OF QUESTIONNAIRE RESPONSES

Data are arranged in accordance to the questiahsulosequently elaborated on.

«  Why SMTs?

* The constituency of the SMTs

* How can you become a SMT member?

* SMTs’ meetings

* How do SMTs implement decisions

» Confidential issues

* What changes have been brought about by the SMT?
e SMT’s accountability

* The involvement of SMTs in management

e SMT training

* Roles of the SMTs

» Effectiveness of SMTs

* Laws and policies guiding the SMTs’ functions

Why SMTs?

First the respondents believe that SMTs have besne for a long time, but have only
recently formalized them (SMTSs) in line with thepdetmental expectations. Second
most of the respondents had no role in the estabést of the SMTs. However some
SMT members have been highly involved, such aggatp structures and procedures,
and convening and chairing of meetings. The ovelwing reason for the
establishment of the SMTs relates to: school ndsetter management and the
departmental policy. The schools realized that tiegded a larger body that can co-
manage and ensure smooth running of schools. Trogluction of the SMTs in

schools is viewed as one of the contributory factorthe improvement of school
management. The next question would be how hugé timesody be? The answer

follows.
The constitution of the SMTs

All respondents agree that the SMT should be constl by first and foremost the
principal of the school, then the deputy princi@lhere is one) and the heads of
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departments (HODs). Many SMTs claim to be presamlyg this kind of a structure.
Also in some cases teachers with experience aneresg are co-opted into the SMT to
augment it. In a single case two learners servib®SMT. However the present SMT
feel that some other stakeholders should alsodtedad in the SMT. These include
teacher unions and other leading teachers in th@ossuch as grade coordinators and
other conveners. The answers furnished by the nelgmis show that there is no fixed
number of the SMT. SMT membership varies. Some SNav& three and others have
ten. This discrepancy is determined by the capaditifferent schools. By the
numbers provided, it is evident that not all peapléhe school can be in the SMT,;
therefore the need to find out who should be irobezs an imperative.

SMT meetings

Because of the dynamics of the schools, not alStii@s use a quorum system in
holding meetings. In some cases it is either athimers are present or the meeting is
re-scheduled. In other situations it depends omtfency of the matter at hand.

However, almost more than half the respondentawgerum system.

The respondents have various meeting times, therityaglaim that they meet weekly.
It is clear that more often that not the circumetandictate their meetings. The average

time is about 76 minutes.

In all those meetings the principals convene arar ¢them, in whose absence the
deputy chairs. However the principal is at libadyhominate any SMT member to

chair at any given time.

The answers also reveal that all SMT members aengqual opportunity to air their
views in whatever issue that is being discussehEtmore all SMT members decide
what is to be included in the agenda. In some dhsesgih the principal decides but
consults with the rest of the team before the mgedtarts - for additions and
subtractions.

How do SMTs implement decisions?
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The respondents agree that to reach decisionssissadirst debated, discussed at
length and the resolutions are reached throughecsnis. If they do not agree on a
particular issue they do the following:

* Re-convene the meeting and involve the staff

* Go for the policy

* Principals make the ruling

* However if the situation dictates, members resorvvdting and take the
majority decisions.

The answers show that decisions taken are implexdetitferently. Some implement
decisions through communication and delegation.ddrminant way possible here is to
implement decisions via the staff. Resolutions ek referred to the staff for
approval and subsequently implemented. The stafbeainformed either verbally or in
writing. There is a mixed feeling when it comeshe modification of decisions in
implementation. Some feel very strongly that untecircumstance must the decisions
be modified. This might cause distortion. In sorases it might cause a confusion of
the subordinates. However if someone feels likenghmay the context of the
resolutions, s/he must consult the rest of the taadfind a mandate to modify them;
failing which it is the breach of decisions made. t®e other hand some respondents
feel that it is proper to chop and change the d&tss This is feasible in circumstances
where: there is something unclear in the decisithesge is error in the decisions and in

circumstances beyond one’s control.

Confidential issues

Informants claim that they report to the entirdfsaéter every meeting they hold. This
is done to get the staff’s input in order for tHdTSto implement the agreed upon
decisions. However, there are some issues thatmadzk reported to whole staff these
include: sensitive, personal, pertinent, issueslinug other staff members and

confidential issues.

Changes brought about by SMT
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Some informants feel that there is not much chdmgeght by the SMTs. They see it
as a slight change. Furthermore they claim thaté&s do not have power because
they report to the SGB. Nevertheless most of tlfammants agree that SMTs have
brought significant changes in the managementludas. Changes include the
following:

* School are run more effectively

* SMTs are involved in policy formulation

* SMTs give direction

» Teachers own ideas

* Management is productive

* Management is participatory

* There is consistency

* There is more delegation

* There is more accountability

SMTs’ accountability

The informants view accountability in terms of rardad positions they hold. The
HODs are accountable to the deputy principalsgeputy principals to the principals
and the principals are accountable to the SGBI Buist hasten to say that they all
acknowledge that they should be accountable t&@®B. In one case the SMT is

accountable to the learners.

The involvement of SMTs in management

All informants unequivocally announce that they @@&dy to manage their schools.
They also claim to be involved in managing theliaas. Their involvement is in:

e Planning

» Disseminating information

* Decision making

* Implementation of decisions

* Providing leadership

* Monitoring programmes

« Managing programmes
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e Supporting new staff member(s)
» Delegating
* Accountability

But some informants feel that their inputs are umileed and consequently not
implemented. One informant laments, “My involveminparalyzed by the fact that

none of my suggestions are tried or implemented...”

SMT training

The overwhelming majority of informants feel théi'Bs should undergo a formal
training (specifically in management skills). Tleason being if SMTs are not trained
they tend to be complacent. Also they (SMTs) tenble responsive rather than
proactive. But if they go for training they get emaered. Also the education itself is
not static so they must be abreast of the mandgesiges of the day. In some cases
though, SMTs feel that formal training leads todigays of approaching problems.

Roles of the SMT

The respondents view the below mentioned as thedteg of SMTs, above all they
should be in line with the departmental policy.

» To set the tone of the school

* To be transparent

* Managing conflict

» Provide innovative ideas

» Take crucial decisions

* Provide leadership

* Give support

* Planning

Effectiveness of SMTs

For the SMTs to be effective the following is susigel:

e  Teamwork
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To achieve the above-mentioned the following isgested:

Transparency

Encourage change

Share responsibilities
Cooperation

Trust

Collective leadership consistency
Communication

Openness

Leading by example

Management of SMT meetings
Implementation of collective leadership
Follow-up on issues discussed
Undergoing training and workshops
Education department involvement
Focus on the vision

Tolerance

Healthy working relationships

Laws and policies guiding the SMTs’ functions

The SMTs are conversant with the laws and politias provide a framework for

managing schools. The South African Schools’ A&%8) is the most known and

used document. Principals claim to be using a mdonuachool management. Other

documents consulted are employment equity act,@mpnt of educators act and

labour law.
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APPENDIX C

SEMI-STRUCTURED INTERVIEW QUESTIONS

1. Can you tell me about your experiences in mamagé and administration of your

school?
2. Tell me about the appointment procedure you nmelat (how do you feel about it?)
3. In your opinion, who should constitute the SMVRy?

4. Has the SMT brought about any change(s) in mamagt of the school? /What
change(s) has the SMT brought about in managenémé gachool?

5. What is your role in the SMT?

6. How are roles allocated?

7. What do you perceive to be your role in managgrokthe school?

8. Is working in teams better than working indivadly? Why, or why not?
9. Do you feel that you are involved in managingryschool? How?

10. In your opinion, what makes an effective SMTRWA/

11. What do you suggest can be done so that SMTbeaffective?
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APPENDIX D

OBSERVATION SCHEDULE (SMT-MEETINGS)

When is the meeting taking place? ------------———mmmmmmmm e
Where is the meeting taking place? -----------———=mmmmmmmm oo
How many SMT members present? ------------mms oo
Composition (How many males and females?)----——-----------=-=---m-mommm -
Any apologi@s-------~-—=~=-r=-=mmrm e
Who chairs the meeting? ---------=--=====mmm e
Are members present taken? --------mmmmmm s
IS there a secretary? ---------mmmm e e
Is there an attendance register? ------------————-mmmmm e
Are the previous minNutes read? ---------=-==-=—=mmmmm e
Are matters arising from those minutes dealt with2---------------memememomom oo
Do they entertain A.O.B (any other business)?-——------------=-m-mmmememmmem e
If the chairperson is the principal, does s/head&cthe meeting? ---------------------------
How long does the meeting last? --------=----———mmmm e
What is the agenda? -------=-=s=mmmmemme e oo
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APPENDIX E
OBSERVATION DATA

Observations

Out of the nine schools | was supposed to be olggranly five schools fulfilled their
promise. Three of them were the former model C slshand two were ‘township’
schools. In all the schools | observed, | used laservation schedule. | observed one

SMT meeting from each school.

Summary of the observations

Data are presented according to the observaticedsds.

Some of the SMT meetings took place during schanlrér and others after school

hours. Most of them took place in the principalffices; only one was held elsewhere
in the school. The attendance was 100% in mostscasea single case it was 50%

(other SMT members were engaged in another impomtaeting in the school). In one

school all the SMT members were males (all learaegsboys), in another females (all

learners are girls) and in the remaining cases Isatkes were represented. The
principals declared the meetings open in all casekin one case the principal opened
with a short prayer. The meetings ended by thecqah thanking everybody but in the

case where the meeting was opened with a prayetpked it with a short benediction.

The SMT members were seated randomly in a circidginion with the principals

among them but in one case the principal was gititrhis desk.

In all cases the principals chaired the meetings. @ the five schools, three had a
SMT secretary, and in other two schools membersemaates for themselves. No
attendance register was taken. In three schoolsremious minutes were read and in
one school each SMT member had typed minutes frenptevious meeting, and one
member read them. In two schools copies of thertiepatal circulars were distributed
among SMT members. There were no matters arisinthenthree of the schools
because no minutes were read from the previousimgeéh two of the schools there

were matters arising.
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When the meetings were in progress, the principale not dictatorial whatsoever in
all the cases. There were no ‘A.O.B.’ items in widhe schools but in the remaining
three there were. The duration of the meetingedaaiccording to the different agendas
the schools had. Meetings lasted between 20 andn@@s. In one of the schools |
could not stay to the end of the meeting becauseetivas a sensitive issue to be
discussed that concerned a learner and her pateimésl to be excused and observe
confidentiality. However, the principal said | cdutome back later (when the parents

had gone).

The agendas of the schools | observed did nardsffynificantly in the sense that most
of the items discussed were administrative issudsese were issues such as
examinations (exam papers, dates and timetablesyission of learners, fees,
educational administration, subject statistics assessment. Other matters were sport
oriented, theft, children’s safety and fundrais{egy. bazaar). In one school although
no agenda was read to the SMT, what they talkedtakas:

* A boy bought liquor and consumed it in the hostel

* Next year’s year plan/time table

» Computer room — to be used in the afternoon

* “A.0.B.” —scoreboard blocking the way of the speacts.
In the cases where | observed the meetings tornthetlee agendas were completed.

There were no learners or parents at any of thdimgse but there were post level 1
teachers in two schools. In one school the po&l l&weacher was the SMT secretary.
In the rest of the cases all SMT members were lpgst two and above. Everyone had
a chance to voice his/her views freely. There waoesigns of the SMT members
feeling intimidated and reserved. In two casespitirecipals dominated the discussions
but the members contributed positively too — alth@m. The members’ contributions
were very much welcomed and appreciated. To reacisidns the SMT members gave
their views and agreed on a particular issue. Eaember had a say on whatever issue
was being discussed and decisions were reachedgthrconsensus. If they did not

agree on a particular issue they weighed the fauisfound the most effective solution.
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In one case their meeting led to action becausebmemeported back on specific tasks
they had to do.
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APPENDIX F
PERMISSION LETTER

16 January 2003

The Principal

Dear Mr ...
Permission to conduct research

Mr Zakunzima Tyala (student number 00T2251) is geddn research for his Masters degree
in Education Leadership and Management. In omeohduct his research he will need access
to yourself and members of your school staff. phgpose of this letter is to inform you of his
research interest, and gain your permission fortbigontinue.

The focus of Mr Tyala’s research is School Managdrieams. He is particularly interested
in how this relatively new concept in school mamaget is experienced by members of
organizations. He hopes to administer a questioaaiyour senior staff, observe one or more
SMT meetings, and interview a selected few.

This project carries my full blessing, and | beéighat he is likely to produce findings that may
be of value to academics and professionals inighe. fIt would be particularly important for
him to glean the perceptions of experienced masageh as yourself. | therefore ask that you
help to “open doors” for him by granting permisstorapproach members of your staff, and
encouraging them to participate freely. Naturailyfindings will be made available to you.
Also, for ethical reasons, his research will bedtarted in strict confidentiality and research
participants will remain anonymous.

Thank you very much for your cooperation. Pleast free to approach me should you have
any questions.

Sincerely

(Prof) Hennie van der Mescht
(Supervisor)
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