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ABSTRACT

Management development in educational contextsredagively recent development in
South Africa. The Task Team Report on Education &g@ment Development of 1996
drew pertinent attention to the need for educatimnagement development in South
Africa, and set an agenda for such developmentceSithen many management
development programmes have been launched by battiorfdl and Provincial

government.

However, very little research seems to have beeruwmied on these programmes,
especially on how they have been received. Thidysteeks to address that need. The
study is a qualitative phenomenological investmatof how four secondary school
principals experienced and perceived the managen@rglopment programmes they
have attended. In line with a phenomenological e@ghn, the study sets aside
preconceived ideas and attempts to describe theopienon through the eyes of the

participants.

Findings suggest that management development progea are perceived as having a
big role to play in the development of school maragbut that the programmes on offer
suffer from various shortcomings. These includerpaanning, lack of organisational
and facilitating skills in presenters, lack of cortment, monitoring and support from
the bodies offering the courses, and especiallyféiiare of training programmes to
bring about increased confidence and self-awaresm@ssg participants. Increased self-
awareness can help in personal and organisati@mawal and growth, and help to

minimise the dependency syndrome among principals.

Particular needs highlighted by the findings in€ludlaining in the new curriculum
(Outcomes Based Education), holistic developmengkgyerts in all facets of school
management, training of School Governing Bodies @envtlopment of all educators in
management as future managers. These findings maye phelpful to education
departments and other bodies in the planning alidedg of programmes for new and

incumbent school managers.
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CHAPTER 1
AN OVERVIEW OF MANAGEMENT DEVELOPMENT

INTRODUCTION

In this chapter | introduce the research projeptelsent the context in which the research
develops and explain the rationale and motivatwruhdertaking this study. | also discuss
the focus of the study, highlighting the researalkgtion and aims and objectives of the
study. | outline and justify the research approaati the research process. | also define the

terms used in the research.

1.1 CONTEXT

Complexities and diversities of the 21st centurgnseto create new challenges and
opportunities in the management of education waddw Globalization, which in this
study refers to technological advancement of thentrees of the world, demands that
school managers should be globally competitiveséems to increase the demand for the
development of education managers to cope with ¢hanges and challenges of
transformation. According to Bush & Coleman (200Q0*@ducation is linked to the
economy and all governments recognize that a dkilad educated workforce is a
requirement for economic competitiveness”. As eaaly 1995 Bush (1995:5) drew

attention to this phenomenon:

The pressure for developed and developing econotoiesecome more
efficient in order to compete effectively on the ndostate has led to a
heightened awareness of the links between eduehtioapability and
economic performance. A skilled workforce deperatgdly on the outputs
of schools, colleges and universities. This hagded plethora of legislation
as governments have sought to raise educatiomalatds.

The implications for education managers are they tieed to develop skills to cope with
new demands, as well as improve the performanceeathing staff and learners.

According to McDade (1988:9) “Both management agadership development denotes



programmes that develop the capacity of individe@lprovide leadership, to be effective
in their work and thereby improve the effectivenasd the quality of an institution”. For
South Africa the challenges are perhaps even greai® more complex because of its

political past.

During the apartheid era in South Africa laws lilkee Bantu Education Act of 1953
brought inequity into the education system basedame and ethnicity. The formerly
disadvantaged schools were the most affected becafistheir poor educational
background and because policies of racial discaton had left a legacy of differential
allocations of resources to different racial groudanagement of the school was left in
the hands of the school principal with occasionsity by school inspectors who came for

supervision without necessary developmental suggrattmentoring.

Furthermore there were inappropriate managementtates and systems support as
support for teaching and learning in schools wasitéid to short in-service courses
organized and run by state education departmentssiiog on content and methodology.
The implications for education management were phiacipals were trained as educators
rather than managers and therefore were inadeguatepared as school principals to
manage effectively. This has left a legacy of ppanagement in schools. Moreover, since
“principals and educators have consistently beerthat receiving end of top down

management structures” (Department of Education6i999), the mindset of mere

implementation, or acting on instructions, becammly entrenched.

This problem has been compounded by developmemte 4994 democratic election and
the transition period in South Africa during whi¢he education system has been
undergoing a rapid transformation process. Thense Haeen large-scale restructuring,
reforms and re-organisation in the education depant. New policy has been laid down
and new legislation passed (such as the South alfriSchools Act of 1996 and the
National Education Policy Act of 1996) with the aiofi democratizing governance in

schools and redressing the imbalances of the pasth&id era. Curriculum 2005 has also
presented a huge challenge in the field of cumiculreform, and Whole School

Evaluation expects principals to reform structumed procedures within their schools to

meet the needs of performance based managemerbNd000:61).



The school principals’ state of readiness, matuaityl development in management to
cope with the changes introduced is fundamentahcipals are expected to be “change
agents and be empowered to meet the challengeansffarmation” (Ndhlovu 2000: 60).

Because of the accelerated rate of change in Saluiba there is a need for constant
training of principals so as to be better equippehacitated and to be effective and
efficient managers. According to James and Conr{@0:150) “they have to be experts
in the practice of learning and development aleaitls. That is, they need to be proficient
in the practice of developing themselves and oth@neluding developing their

institutions).”

Fullan (1998:60) seemed to share a similar viewniee said:

The advice for heads, in a nutshell, is to get th® habit of and situations
for constant learning. Skill and know-how are apamant as attitude. This
means access to new ideas and situations activeeriggntation,
examination of analogous and dissimilar organiretioeflective practice,
collegial learning, coaching in relation to praetend more.

Principals as key personnel in schools are thudrgy@d as needing to lead the
transformation process in schools, improve stargjanglp to inculcate the culture of
learning and teaching and help to bring about guaducation that will respond to
community needs. The Minister of Education in théid& Paper 2 (Department of

Education 1996a: 3) spelt out the ideal as follows:

New education and training policies to address tegacies of
underdevelopment and inequitable development andvige equal
opportunities for all will be based principally @dme constitutional guarantees
of equal educational rights for all persons and-disarimination, and their
formulation and implementation must also scrupuiowbserve all other
constitutional guarantees and protections, whigiyaje education...

On building capacity for management and governdecerrote (Department of Education
1996a: 15):

The re-organisation of the school system, and tktabéshment of
democratic school governing bodies throughout tloentry, require a
comprehensive programme to build capacity for mansmt and
governance, especially at school and district kevel



Democratic institutional management makes considerdemands on school principals
and their teachers. It requires the skilful managnof the contributions of assertive
constituencies of teachers, students and parerdasbi@mlanced exercise of leadership and
authority. Clearly, systematic programmes are neéedealevelop such skills more widely,
and it is clearly the responsibility of the new degments of education to provide effective
in-service programmes on essential administrativecgsses like record keeping,

budgeting, financial control, reporting, staff sgien and the running of meetings.

To address the need for better-equipped princitf@sMinister of Education in South
Africa appointed a Task Team on Management Devedopmin 1996 to make

recommendations for management development in S&fuita so as to achieve equitable
access to education and improve the quality of iprow in the department of education.

The Task Team saw its mandate as follows (Depaittofdeducation 1996b: 12):

To make practical strategic proposals for improvaayication management
capacity, make specific proposals for establisrengational institute for

education management development, consider matiéated to resource
mobilisation, co-ordination and management for antxy-wide education

management development programme and provide aminmteducation

management support service.

Over the past few years the government, clearlyngobn the Task Team Report’s

position, has launched several management develdgmegrammes. These programmes
are seen as crucial in the on-going developmeatio€ation managers, a sentiment echoed
by The Education Law and Policy Handbo@oE 1999). This research aimed to discover

how course recipients experience these programmes.

1.3 MOTIVATION FOR THIS RESEARCH

Most of recent international research and liteeiureviewed (such as Daresh and Playko
1992, Dunham 1995, Fullan 1998 and Law & Glover 1)0portray how management
development enhances professional growth, whichirgmove school performance and
bring about effective management and teaching. Soméem portray designs and

samples of management development programmes, whithbe utilized when building



the capacity of principals. There is, however,lditteference to the voices of the
participants in the programmes, that is what tpeirceptions and experiences are of the
programmes and what their perceived management laggwent needs may be.
Furthermore the phenomenon under investigatioadsording to Bush (1995:3) a “fairly
new concept in the education field” arising as mtigeas the 1960s in the United
Kingdom. In South Africa the recommendations of thask Team on Management
Development in 1996 has helped to highlight the altetherefore seems to be an area that

still needs to be researched.

In South Africa recent research has focused onndéwed for in-service for education
managers (Mataboge 1998), the use of INSET progesnas the modus operandi to
empower principals as transformational leaders dhd need for support and
encouragement from the Department of Education tfilean2001), the need for co-
ordination of the different programmes that areilabbée (Mbatha 1992), and the potential
role of mentoring in the development of school ngama (Erasmus 1993). Very few
researchers seem to have asked the course partgip@at their experience may be, or
what they may regard as areas that require futthering in future courses. This research

attempts to do exactly that.

My personal experience in the teaching professimhray desire to make a contribution to
the field of education management have also pramnpte to conduct this research. My
personal experience of management started fourgears ago, first as a high school
educator for four years, a head of departmentdor years and then as a deputy principal
for the six years. That was when | gained expedencmanagement and developed an
interest in management issues. | started with embm, which | think emanated from the
notion that if | was good at teaching | would auédically be good and successful in
management as well. But as the latter proved tonbee challenging and demanding |
realised my mistake. Managing an organisation (sagha school) is clearly far more

complex than managing a classroom.

Although | had attended short courses on managemasntwell as management
development programmes | never felt that thesdyredlanged me or the school and |
found it difficult to implement the ideas presented these courses. Management

problems, conflict among staff members, instabibtyd maladministration resulting in
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some instances from poor management continued ist, gxarticularly in formerly
disadvantaged schools and my school was no execeplious, although | had learned
about management this could not practically helpsolee the problems. | could not use

the material | had as a point of reference.

Before 1994 there were very few departmental sbourses on management on offer.
Principals relied for their management on the ppals’ manuals supplied by the
department of education, which contained set pddiegt rules on how schools should be
run. However, as | have explained, after the TasknT Report of 1996, management
development programmes for school managers becareasingly widespread.

When | was asked to attend one of these managesesetopment programme for the
school | was very excited as | regarded this as@portunity to learn and improve our
school management. The programme was on disciplimarcedures for educators, which
| thought would help us solve the problems we useehcounter in our management as a
school. | also attended two more management deweopprogrammes, one on OBE and
one on how to use the resource file. These progesrdid not yield the expected results
as problems like decline of discipline in educatarsl learners, instability, conflicts
among educators, maladministration and financianminagement continued to exist. |
started to think that something was wrong eithethwtie school managers or with the

programmes thus fuelling my interest in investigatihem.

The findings of this study might benefit the EdumatDepartment, new and the incumbent
principals. The findings may help in the improvemesf education management
programmes, their design and how they are organ&retl facilitated. Perhaps future
programmes can do more than provide knowledgesttams to lead nowhere, and ideas
that are impossible to implement.

1.4 RESEARCH GOALS

This study is aimed at investigating principalsigeptions and experience of management
development in Grahamstown. It is also aimed atlogkm principals’ perceived

management needs. The rationale for the studytsdspite the existence and availability



of management development programmes for schoolagess they still experience
problems like conflicts in schools, maladminiswati instability and the decline of
discipline in learners, and they still have to copéh the fast pace of change and the
demands for transformation. As | have argued, [pais are seen as key players, change

agents, and their on-going development thus becam@=rative.

1.5 RESEARCH QUESTION

The following two research questions drive thisessh:
What are the experiences and perceptions of patgipf management development
programmes?

What are the principals’ perceived development seed

1.6 RESEARCH APPROACH

| conducted this research in the interpretive pgrad According to Coheret al.
(2000:19) it is a paradigm in which the “social Wdocan only be understood from the
standpoint of the individuals who are part of timgang action being investigated”. As |
wished to gain insight into principals’ perceptiomd management development,
understand their experiences of it, and their peecedevelopment needs | decided to
adopt it as a research paradigm in this researchei@®t al. (2000:19) further explained
that in an interpretive enquiry “individual behavican be understood by the researcher
sharing their frame of reference: understandingpaividuals’ interpretations of the world
around them has to come from inside, not the ogtsi/ithin this paradigm | therefore
wished to examine the phenomenon under study thrtheyeyes of the participants.

Phenomenology is used as a method of research im gtudy because “in
phenomenological research the researcher aimssiride as accurately as possible the
phenomenon as it appears, rather than indulgiagtégmpts to explain it within a pre-given

framework” (Stones 1988: 143). Since the voicesanirse participants seemed so silent in

previous research, and approach which would pgeilaeir ‘voice’ seemed appropriate.

| collected data from a sample of four high schgoincipals in Grahamstown. |

purposefully selected them as “in purposive sangpliesearchers handpick the cases to be

7



included in the sample on the basis of their tyigica.they build up a sample that is
satisfactory to their specific needs” (Cohen & ManR000:103). Details of the selection
procedure are discussed in Chapter Three. | coaduic-depth semi-structured interviews
to obtain faithful and complete descriptions of ke@articipant’s lived experience of the
management development programmes they attendedasl guided by Markson &

Gognalous-Caillard’s (in Stones (1988:152) advice:

The great advantage of a semi-structured or natiie interview is its
flexibility, which allows the investigator to graspore fully the subject’'s
experience than would be possible through the impfdgation of a more
rigid methodological technique.

Because of my involvement in education managemehich | have explained, | used
phenomenological reduction to avoid bias. Husserl Malle (1977:5) explained,
“phenomenological reduction or ‘epoche’ involvese tlattempt to put all of one’s
assumptions about the matter being studied intyaatue, to bracket them.” | come back

to this important issue in Chapter Three.

To analyse the data, | read the transcripts reglyati® get a holistic sense of the protocols.
Protocols were then broken down into “naturally wdng units each conveying a
particular meaning termed as Natural Meaning UNIMU)” (Stones 1988:153). The

NMUs formed the basis for the situated descriptiansl general descriptions of the
participants’ perceptions and experience of thenpheenon under study.

1.7 OUTLINE OF THE STUDY

Chapter Two is the literature review. Selectedrditégre on management theories and
management development as well as learning thedeyant to the research question and

topic are explored.

Chapter Three elaborates on the research methgdetopgloyed.

In Chapter Four | present the data. The interviestqzols are reduced to natural meaning
units (Appendix A). The NMUs form the basis of #itiated and general descriptions that



help to reveal participants’ thoughts, percepticarsd experiences of management

development programmes.
Chapter Five is a discussion of my findings in teeremerging from the data.
Chapter Six is the conclusion. It provides a sunyniar drawing conclusions from the

findings, making recommendations, presenting aigcet of the study, and making

suggestions for practice and further research.



CHAPTER 2
LITERATURE REVIEW
INTRODUCTION

This chapter focuses on three broad areas: oneefaoerview of management theories;
two, a look at the thinking underlying managemeevedlopment programmes; three, an

argument for the role of management developme8binth Africa.

The overview of management theories is necessaguise it becomes illogical to discuss
management development without reference to therigeewhich form the foundation of

management in both the industrial and the educéedos. Learning theory is fundamental
to how development programmes are designed anlitdten, and thus forms the basis of
change in the institutions and their transformatimhearning organisations. The rationale

for management development provides a backdrdpetonain interest in this study.

2.1 AN OVERVIEW OF MANAGEMENT THEORIES

This section provides an overview of managementrtbe as they are relevant and form
the foundation in management development in an adu@l research. Before the
development of thinking in management theoriesased it may be helpful to provide a
working definition of the concept of management.nylaefinitions of management exist,
but I find the one by Levitt useful in portrayindhat management in a work environment
entails. Levitt (in Sergiovanni, Burlingane, Coom&s Thurston 1999:72) described

management as follows:

Management consists of the rational assessment situation and the
systematic selection of goals and purposes (whatoidbe done?), the
systematic development of strategies to achieveetigeals, the marshalling
of the required resources, the rational designammgtion, direction, and
control of the activities required to attain théesged purposes, and finally,
the motivating and rewarding of people to do thekwo

The above quote reflects school administrators aagers who have a task to

accomplish, and makes suggestions about how td dod what is required. Managers
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have to see to it that there is ‘best’ performarace] efficient and effective operation in
schools. To be able to accomplish managerial taskslucation, managers thus have to
have certain skills. Zaleznik in Sergiovamial. (1999:73) further explained that “it takes
neither genius nor heroism to be a manager, blaérgtersistence, tough-mindedness, hard
work, intelligence, analytical ability and, perhapsst important, tolerance and good
will.” For one to be able to match the above chiamastics skills acquired through training

are necessary.

In this section | discuss phases of managementrytheéevelopment in the twentieth
century. Hoy & Miskel's (1996:9) four phases in tHevelopment of thinking about

educational administration in the twentieth cenfomyvide a useful framework:

» The scientific management theory era 1911 to 1920s
e The human relations theory era 1930s to 1940s

» The behavioural science theory era 1950s to 1960s
* Systems theory era from 1960s t01970s

* Post modernism era from 1980s

2.1.1 SCIENTIFIC MANAGEMENT THEORIES

Researchers refer to scientific (classical) managgntheory as the first phase of the
development of the thinking about educational adstration as it began early in the
twentieth century. According to Hoy & Miskel (19980) “the development of thinking
about educational administration continued eveer dftese eras and had an influence on
school management and its development”. Duringetiiéy years of the twentieth century
this period was also referred to as a prescripdikee According to Sergiovanmit al.
(1999:73) “Frederick Winslow Taylor is credited the founding father of the scientific
management movement.” In H&inciples of Scientific Managememgublished in 1911,
Taylor offered four principles that were the foutida for his science of work and
organisation. The principles which revealed his aggmnial theory are: “a large daily task,
standard conditions, high pay for success, lossase of failure, expertise in large
organizations” Hoy & Miskel (1996: 9). These pripleis formed the foundation of

management in the commercial and the industritd.fie
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According to Lunenburg & Ornstein (1991:5) this eggch amounted to a study of
organisational behaviour resulting from a “job gs& approach”. Clearly in this period
management determines the “one best way” of perfgyreach job at work and scientific
selection, training, teaching and development ofkens. Educational administrators were
seen as “functional” with an emphasis on “supengsi “managers assumed planning,
organising, and decision making activities whereasrkers performed their jobs”

(Lunenburg & Ornstein 1991: 6).

The scientific management approach depended mostigbservations in the workplace,
as the approach is based on empiricism, whichpemance and experimentation. Murphy
(1992:33) referred to the job analysis approach“rasv empiricism”, implying the
gathering of facts without any prior theoreticahrfrework or any critical reflection.

Workers had to accomplish tasks given and accompés targets under set conditions.

According to Lunenburg & Ornstein (1991:6) HenryBhl Luther Gulick, and Max Weber
extended the notion of scientific management by$oty on administrative management.
Fayol claimed that all managers perform five bafsinctions: planning, organizing,
commanding, coordinating and controlling. He alsbléd fourteen principles of
management emphasising the chain of command ranigorg division of work to

teamwork. Gulick augmented them with his seven tions of management: planning,
organising, staffing, directing coordinating, refoog and budgeting. Weber’s contribution
was the constitution of an ideal structure for orgational effectiveness, namely

bureaucracy.

Training programmes in the scientific managemeat aacording to Murphy (1992:29)

“focused on the technical and mechanical aspectshafagement without considering
different ways of doing”. Campbell, Corbally & Raeyer (1968:69) argued that under the
managerial control principle, “managers should fagneéd and taught to apply scientific
principles of management and control (such as nemagt by exception and comparison

with valid standards)”.

While classical theory is/was “a firmly establishedncept in the world of industry”
(Culbertson 1988:9) its applicability to schoolsofsquestionable value. It seems overly

prescriptive and law-like in its ontology and epmablogy allowing little room for
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subjective interpretation and individual actionrthermore, the tendency to rely on ready-
made solutions and routines of operation seemgids @vith the notion of growth and

development, which implies the discovering and heag of more effective techniques that
are continuous and dynamic. Schools are dynamicoged organisations, and managers
will frequently need to confront the new and theknmwn as they engage the future.
Finally, as Lunenburg Ornstein (1991:7) arguedassical organizational theories and
their derived principles on management emphasiffesieacy and ignored psychological

and social factors in the workplace.”

It may be fair to argue that some of the principéshe scientific management approach
seem to have been embraced in pre-democratic Sdutta, judging by the top-down
management systems that were in place. But clearlgn era of transformation and
empowerment, a scientific management approach Hasitad role to play beyond the

obvious need for clarity on roles and role divisaord basic job expectations.

2.1.2 HUMAN RELATIONS ERA

The human relations era developed as reactioni¢éntfic management (Campbadt al.
(1968:70). Mary Parker Follett was the first greatponent of the aspect of human
relations in administration. She contended,

the fundamental problem of any enterprise, wheithke local government,
national government, a business organization, @daicational system is the
building and maintenance of dynamic, yet harmonidusnan relationships
(Campbellet al (1968: 71).

In the 1930s, Mayo and his associates contribudetthd human relations approach with
their interpretation of the findings of the Hawtherstudies. They studied the relationship
between physical conditions of work and productivilThe results of their study
surprisingly failed to answer any of their reseagetestions; instead, their findings shed
light on the importance of human relations in mamagnt. Sergiovanrat al. (1999:129)
explained this as follows:

The researchers finally concluded that change$ysipal job conditions did
not result in increased production, rather, sucheiases seemed to result in
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changed social conditions of the worker. Changesdrker motivation and
satisfaction were most often credited with increlapeoduction. These in
turn, seemed related to more democratic patterrssi@érvision used by the
researchers and others during the experiments.

The 1930s and the 1940s were regarded as theled-cd@mocratic era in administration
since it was increasingly realised that workersuth@ave a say in administration, that is,
they should participate in decision-making. Accogdio Lunenburg & Ornstein (1991:9)
terms liketeam teaching, family grouping, open corridor, sghwithin a school and
integrated daycame to the fore as a result of the recognitiothefimportance of human
potential. The human relations era thus contributedur understanding of employee
behaviour in the workplace, showing that harmonioelstions at work can improve
productivity. Of course, the challenge of how ommdps about such relationships remains
problematic today. This is perhaps one of the dsggchallenges management
development providers need to face, since the hustement of management arguably

remains the most challenging.

2.1.3 THE BEHAVIORAL SCIENCE ERA

Hughes (1985:3) refers to the attempt to developeaplicit theory of educational
management or administration in the USA as the \aeheal science era. It was initiated
in the late 1950s and later developed in the Uke &im of the movement was to establish
the discipline of education management on firm aoad ground, and researchers thus
sought to tackle the relationship of theory anctca. In the 1950s and 1960s there was a
new interest in the individual and the way in whian individual relates to the
organization. The approach according to Hoy & Misk996:16) focused on “work

behaviour in formal organizations”.

In his book,The Functions of the Executivgarnard developed the theory of co-operation
and organisation (Campbell 1968:260). The book ersigled the universal character of
formal organisations and stressed the need foe@yho explain their behaviour. Barnard
saw an organisation as a complex social organiamjrhpersonal system of co-ordinated

human efforts, [where] there is the indispensaliddityya to communicate, always the
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necessity of personal willingness, and for effeatiess and efficiency in maintaining the
integrity of purpose and the continuity of conttibns” (Campbell 1968:261)

Other behaviourists who continued with Barnard'srkvavere Bakke who viewed the
organisation as embodying a fusion of two phenom#ha individual attempts to use the
organisation to further her own goals, whereas diganisation uses the individual to
further its goals” (Lunenburg & Ornstein 1991:1Bghavioural science approaches drew
heavily on the work of Maslow, who developed a redédrarchy that an individual
attempts to satisfy. Maslow’s theory suggests Hratadministrator’s job is to provide
avenues for the satisfaction of employees’ neealsaiso support organisational goals and
to remove impediments that block needs-satisfachod cause frustration, negative

attitudes, or dysfunctional behaviotiifl.) According to Sergiovanrat al. (1999:157):

It (the so-called ‘theory movement’) dominated tesearch about theory and
training of educational administrators. Using cquiseand theories drawn
from several social sciences, including sociologpganizational behaviour,
psychology, political science, economics, and apblogy researchers
studied educational administrators. The theoriesfendings of these studies
guided the curriculum of programs for training nevhool administrators.

The theory movement represented an advance ortificiemanagement theory, in that it
“discarded prescriptions, sets of rules and regulatthat tell the practitioner what he [sic]
should do” (Curlbertson 1986:3), but its obsessiathh theory refinement resulted in its
becoming increasingly further removed from practi€er educational administrators the
goal of research is the improvement of practicejlevin the behavioural science
movement the goal became the improvement of th@drg.movement gave rise to several
recipe-driven theories, many of which are still @idknown and used today, such Hersey
and Blanchard’s Situational Leadership model, atak&and Mouton’s Managerial Grid.
These models present the complex act of managemesimplistic ways, and tend to
ignore the complexity of the situation. Educatiomnagement is context-specific, and
education managers who ignore South Africa’s pmaitiand cultural complexity are

unlikely to succeed.

Campbell (1986:3) emphasised the importance of imgwducational administration as a

specific field of interest, implying that reseagch should exercise caution in borrowing
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concepts from other fields as topics to be inclustettaining programmes. According to
Cooper & Boyd (1988:260) the theory movement fatledsolve the problem of what to
teach practitioners, and the problem of the gapvden theory and practice remained. As
Hughes (1985:1) put it:

Theory and practice are uneasy and uncomfortabdéelb@ws, particularly
when one is attempting to understand the compéexdf human behaviour in
organisational settings and still more so if theppse in seeking to achieve
such insight is to influence and improve the practi Practitioners
experienced difficulty in applying general concepfsadministration in a
specialised educational environment.

2.1.4 SYSTEMS THEORY ERA

Systems theory views schools as open systemsdhabtoperate in isolation. Lunenburg
& Ornstein (1991:18) defined a system as a “séttefrelated elements that functions as a
unit for a specific purpose.” In it an organisatimist be studied as a whole, taking into
consideration the interrelationships among itsgartd its relationship with the external
environment. All schools are open systems, andwtheleness of the school has to be

considered in the design of training programmes.

The open-ness of schools as systems is clearlyoadkdged in current South African

literature and policy. Task Team Report highlightedtworking and partnerships” as key
areas for education management and its developrtian, reinforcing the belief that

schools are essentially open systems that canresatapin isolation. Also, much of the

legislation stresses the importance of parentabliement, such as the legislation on
School Governing Bodies in the South African Schastt. The fact that parents are seen
as equal partners in School Governing Bodies, ¢éveagh they are not integrally part of

the school as an organisation, shows that the gowant also views schools as open
systems. According to theask Team RepofDepartment of Education 1996b: 51):

...working together, and sharing information and efpe, is consistent with
an open, democratic education service. Furthermoral and systemic
educational change is costly, and requires thalgothtion of policy makers,
researchers, administrators and most importantlloéducators and their
parents.
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Systems theory suggests that schools need to besyséems in which communities are
interrelated and interdependent. The implication feanagement development is that
school managers need training so as to be ablewelap the schools to meet community
needs, and further their advancement. Training naraghes for school administrators
should thus enable managers to utilize communityedise for the advancement of
learning. Schools need to be open so that a aohdilbe culture that enhances school
performance can be built (Moloi, Grobler & Grava®02:93).

Creation of a collaborative culture can enhane&ettolders’ commitment in education
thus facilitating transformation in schools. To anbe stakeholders’ commitment in
education they should be encouraged to particippasehool governance. A collaborative
culture can be created and developed by sharingepamd responsibilities, thus
cultivating or building school culture with cleannms and values. To build a collaborative
culture, stakeholders should be supported to worlew structures in schools.

Systems theory thus begins to address the complekithe context in which schools
operate, and moves beyond the simplistic theorisihtpoth scientific and behavioural
science theories. The notion of organisational ucaltbecomes important, and the
principal’s role in establishing and maintainingpe@althy organisational culture is seen as
pivotal (Schein 1992:4).

2.1.5 POST-MODERN APPROACHES

In this section | briefly discuss post-modernisradty. Post-modernism is defined by the
Oxford dictionary (1995:1068) as “a movement raagtiagainst modern tendencies
especially drawing attention to former convention€learly the movement does not
subscribe to the modern or contemporary theories regearch in educational
administration. It does not believe in universaltiis or grand narratives of the social

science theories.

Post modern theories believe that there can bed/amd different explanations for each

phenomenon under study. Each is unique and ther@éBmvestigation can have different
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interpretation or results from other researchevestigating the same phenomenon. Post
modernists do not believe in fixed and ready madsvars (Hoy & Miskel 1996:17). New
investigations of the same phenomena in differeéaas can reveal new revelations or
findings, and therefore investigations can neverdberred as fixed or finished because of
the unigueness of organisations or situations ndit@ns under which the investigation is
done or its locality (Wellington 2000: 1999). Tmaplications for research are that “social
research can be done using a variety of researdmod including ethnographic,
naturalistic and cultural studies, as opposedpositivistic approach alone” (Sergiovanni,
1991:7).

The implication for management development prograsim that simplistic ‘one-correct-
way’ approaches are not likely to lead to develgpimanagement capacity. Programmes
need to present organisations as unique, multiralltand dynamicThe Task Team
Reportseems to acknowledge this fact, and does not gegawme single and essential way
of developing and building capacity in educatioccérding to the Report (Department of
Education 1996b: 31) “the [development] programmsiesuld vary and be inclusive with
different strategies like networks and partnershiged for various stakeholders in
education”. Programmes should fit into the Southic&h context and the multicultural
communities in South African taking into accoune ttifferent historical backgrounds
from which they come. To cope with multiple demsrghd a constantly changing
environment, The Task Team Report suggests thefoe&buth African institutions to be
transformed to “learning organisations” (DoE 1996) and for school managers to be
globally competitive and technologically advanced.

2.2 THE THINKING BEHIND DEVELOPMENT PROGRAMMES

A brief look at learning theory seems appropriaeehsince development programmes are
assumed to be based on notions of how people gaituthis case) learn and grow. Both
the content and method of delivery of programme=irie be selected to ensure maximum
learning, especially transfer of learning to preetil agree with Hart (1993:340) that “A
key problem in preparation programmes for schoatiées is the application of research,

theory and experience to new situations”.
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2.2.1 REFLECTIVE PRACTICE

The over-arching theme in literature on effectigarhing appears to be to the notion of
reflective practice. One of the earliest champiafsthe anti-scientific approach to
management, Thomas Greenfield, argued that “thel @b research in educational
administration should be to find out what admiragirs know, and then assist them to gain
a new and inquiring perspective on their knowledgel practice” (1993:155). The
reference to ‘inquiring perspective’ suggests i#ile practice, since it points to the need
to ask questions about practice. According to Bai{®@986:218) “...an experiential
learning model succeeds in bringing together, ia model, the two dimensions of theory
and practice on the one hand, and experimentingeftettion on the other”. Sergiovanni
(1991:7) developed this idea further: “... knowingrnisthe act of practice, and reflective
practitioners become students of their practicefléttive practice also lies at the heart of
Leithwoodet al.’s (1992:201) outline of development programmes:

* The modelling/demonstration skill

* The practice of the skill in a safe environment

* Feedback on practice

» Coaching during application in the real situation

Programmes designed to develop school managersldstibarefore be aimed at
developing problem- and experience-based learflirinees should be expected to reflect
critically and constructively on their practical pexiences both before and during the
delivery of management development programmesic@lriteflection leads to heightened
awareness of both the task at hand (a professioverieness), as well as of ‘self’.

2.2.2 INCREASED SELF-AWARENESS

Osterman & Kottkamp (1993:14) argued that, “...with@wareness, there will be no
change”. Fromm (1992:37), writing from a psychogtiedl perspective, saw the
expression ‘to become aware’ of as “meaning disgogesomething that was not quite
obvious or was not expected”. In other words, anass is knowing or consciousness in a
state of close attention. Fromrbi(l.) saw self-awareness as a key element in personal
growth, and argued that learning rests on theviolig principles:
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Personal awareness, which focuses on the openingf tipe individual's
potential, and on self-awareness as key to being.

Personal formation, in which the spiritual aspdcpmfessional training, as
opposed to the academic and clinical.

Awareness-raising of inconsistencies in behaviasr,a pre-condition for
learning.

An increase in awareness of these aspects, a Beaghtelf-awareness of these aspects, a
heightened self-awareness, can therefore be aalibgr experience, and the key to

personal and organisational renewal and growth.

The notion of self-awareness is further elaboratedn Daresh & Playko (1995:3), who

used the term to refer to “... a set of skills whthool principals need apart from
technical and socialization skills”. Self-awarenesigrs to a principal’'s awareness of his/
her personal role and his/her knowledge of himslér This is according to them, is a
critical skill, or as they put it “... knowing one$et viewed as an even more critical
responsibility than knowing how to do the job dtiffig into the job”. This personal aspect
of the principalship necessitates, according tomthéa specific focus on personal

formation in management development programmesdoool managers’iifid.)

Daresh & Playko (1995:4), in their research fimdimbout the preparation of educational
leaders, referred to the fact that “while the némdtraining with respect to technical
aspects like financial management, staff evaluationained vital, other aspects needed to
be pursued with equal commitment.” In this sengpperting individuals in their personal
adjustments to their new roles becomes very imparfghe crux of the matter seems to be
that no amount of technical knowledge, or skillsyelepment, can take the place of
personal growth, and the key to personal growtdwiareness, especially of ‘self’. This has
significant implications for the design and deliwveof management development

programmes.

2.2.3 EXPERIENTIAL LEARNING

Another allied theoretical position on learningtiee notion of experiential learning.

Clearly it lies at the heart of Leithwoodt al’s principles outlined above. Other
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researchers (such as Whitaker 1995, Wallace 198d,Cmresh & Playko 1995) have
similarly emphasised the importance of groundingrieng in the participant’'s job
experience, which they refer to as experientiatnie@. Two cognate fields of learning
theory have developed concomitantly with the thigkon experiential learning, namely
reflective practice and the theory of adult leagnihife-long learning and self-directed
learning are sometimes mentioned in one breathtliegewith experiential learning,

indicating how similarly they are conceptualised.

According to Osterman & Kottkamp (1993:20) “... refliee practice belongs within the
older tradition of experiential learning.” Experieh learning thus needs to form the heart
of management development programmes for schodefeain formal training and the
informal on-the-job situation. Kolb (1984:25-38)rading on the theories of Dewey,
Lewin and Piaget on learning, formulated the bakigracteristics of experiential learning

as follows:

Learning is first conceived as a process, notrim$eof outcomes.
Learning is a continuous process grounded in egpee.

The process of learning requires the resolution cohflicts between
dialectically opposed models of adaptation to tloglav

Learning is a holistic process of adaptation tovtiogld.
Learning involves transactions between the persartlze environment.
Learning is the process of creating knowledge.

The above implies that learning should be viewedaabolistic process rather than
cognitive, a process of learning that involveshmle person, including his/her feelings,
perceptions, background and even spiritual aspaotsa continuous process rather than a
short-term event. As Daresh & Playko (1992:15) rehus:

...the assumption is that one learns by doing, aatl pleople will be best
prepared to serve as educational administratdreif are able to participate
in hands-on activities that will enable them to yplthe part of the

administrator.
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2.2.4 MANAGING CHANGE AND COMPLEXITY

As discussed earlier, post-modern positions empbasine ‘constructed’ nature of
organisations, and of the roles of management eadekship. Meeting the challenge of
change is thus a pre-requisite for effective mamege or leadership. Leithwooet al.
(1994:11) explain:

Formal school leadership is a socially constructdd, the expectations for
which have changed dramatically since its inceptiRecently, expectations
have changed at a sufficiently rapid rate to creatempetence among some
of those with long tenure in the role. That issatme earlier point in their

careers, the performance of these people matcreddbially determined

expectations for exemplary school leadership. Batdocial ground shifted

from under them and they did not shift with it. Ré&ping leaders for future

schools in our view ought to be considered a probd¢ planned change at
two levels: at the level of how school leadershigp future schools is

conceptualised and at the level of how individuabgle can be assisted in
acquiring those capabilities or qualities neededexercise leadership in
future schools.

Management problems that persist in South Africashosls, such as financial

mismanagement, poor administration, the failuresahe school managers to cope with
the challenges of transformation in education #hg.implementation of OBE and WSE
suggest that the notion of ‘planned change’ has be#n acted upon; management
development should run parallel to reforms in etlooaTheory development should feed

into practice and not be mere “lip service” as (Mgh 2000: 51) warned.

The need for learning that is rooted in reflectpractice, that raises self-awareness, and
that is grounded in experience and practice-basgdigy can hardly be argued against.
The climate of continuous change in which Southcafifinds itself underlines this need.
Since 1994 the period of transition in educatio®auth Africa has brought many changes
for school leaders to adapt to, as discussed ip€h&ne. The challenges facing principal
preparation programmes are both daunting and egciths Poole (1998:21) suggested,
“... educational leaders need the skills and tootsbiath incremental and discontinuous
change as complementary components of the sodgadelship capable of bringing about

organisational learning.”
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Coping with ‘discontinuous change’ might seem & dadler, but researchers believe that
effective programme design can address this exji@eciaCommenting on a training
programme at Hofstra University, Shakeshaft (1983)2xplained that their vision and
mission statement included “...the commitment to prepeflective leaders for complex
educational organizations in diverse, multi-culllgavironments.” Their programme was
aimed at facilitating the development of changenégjeand educational leaders by
exposing participants to professional educationrses field based experiences and
cooperative learning opportunities and reflecti®mne aimed to develop vision in the
participants as “the ability to dream and to talsks in the sense of moving education
institutions toward an imagined ideal” (Shakesi8f3:213).

2.2.5INVOLVING THE RECIPIENTS IN PROGRAMME DESIGN

Shakeshaft's notion of vision, cited above, presemanagement development as a
complex and subtle concept since it hinges upongihg peoples’ mindsets and their way
of operation. It follows, therefore, that progransmeeed to be designed around the
perceived needs of the managers themselves. Fdiithsr et al. (1988:293) “the
responsibility for training school leaders shoulel letween the training institution and
participants”. According to Murphy (1995:6), a leeag community should be built around
training courses, implying that all stakeholder®wtd be working together in action
research programmes as equal partners, and shtauiing tasks in the training

programmes.

Daresh & Playko (1992:13) advanced a similar amgum®...preparing individuals for
future administrative responsibilities has beencdbsd as something that needs to be
mutually shared by all those who would be idendifies legitimate stakeholders in the
development of educational leadership”. ShakesfE$93:210), referring to training
courses at the Hofstra University, argued thatré&heas less emphasis on the teaching of
various courses, and more on the actual skills karavledge participants need in real
life”. This represented a movement away from pregheined prescribed topics one would
associate with training programmes during the 6@$ 20s. In a South Africa context,
Thurlow (1993:128) has argued for “demand-drivethern than menu-driven” training
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programmes, and for “flexibility” in programmes whican obviously only be achieved if

presenters really listen to participants.

One of the most coherent approaches to managinggeharganisation development
(OD), is strongly practice-based and experientiates it is essentially about problem-
solving. Schmuck & Runkel (1994:69) present OD &suads-on engagement with change
and improvement by means of short-term objectivesh sas “communication, conflict
management, meetings, establishing clear gaolssideanaking and problem solving.”
OD has the potential to bring about continuous wisgdional learning, and building a

healthy organisational culture.

Schmuck & Runkel (1994:371) viewed experientiakhé@g as the most important aspect
in the design of the training programmes for schadiministrators. They argued that
experiential learning places the responsibility lE@arning directly on the participant: only
by actually trying out new role behaviour and byle&ing on the generalizations and
conclusions that it produces can individuals masgndive or behavioural changes in their
interpersonal competences. This approach thus takespractical involvement of

participants in training programmes to its limhptgh how ‘practicable’ a province- (or
country-) wide OD initiative might be is debatabMevertheless, OD contains principles

which are in line with current thinking on orgarisaal learning.

2.3 MANAGEMENT DEVELOPMENT IN SOUTH AFRICA

In South Africa management development has emdrgee context of transformation of
the education system and society as a whole. $inecérst democratic government came
into power in 1994 its main objective has beenramgform South African society into a
non-racial, non-sexist and democratic society. Btian has naturally been targeted as an
area where major changes and developments cantheadvay for change, and the
education system has been characterised by a m@etligolicies to enable this process
(McGregor in Ndhlovu 2000:50).

The drive in management development in South Afniaa therefore been a
break with the past, not only in terms of managentieeory, but also social
and political issues.
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In terms of sheer content (or ‘theory’) Ndhlovu @Rdb4) presents this useful overview:

Up to about the middle of the 1990s developmentresffin South Africa

focused on the quality of teachers, teaching methadd instructional

materials. The assumption was that what was neéal@thprove learner

performance was to improve the quality of the lesgrand teaching of each
lesson in each classroom. Development efforts featlsrgely on improving

the teachers’ classroom management and instruttekiiégs. Programmes
worked with individual and small groups of teachfersned around subject
specializations or groupings of subjects and nah \the whole staff ... let
alone [whole] school.

Principals in school administration depended ongiescriptive principals’ manuals that
were developed and sent to schools and occasiohabkvisits by inspectors that were
not developmental in nature. In line with sciewstéind behaviourist management thinking,
management ‘development’ was prescriptive in natun@ not developmental. A study by
Makhokolo (1990:1) reviews the situation over tlastlfew decades, and refers to a
Department of Education and Training series ofulext on school management for
principals, deputy principals and heads of depantmaeveloped in the 1980s. The
programme was intended to inform management ahbes,rregulations, procedures and
facilities within the department. According to Maikolo (bid.) “It met with limited

success”, and he went on to underline:

the need for an empirical investigation to be utad@&n to ascertain specific
needs of principals and the types of in-servicecation management
training programmes that may be implemented.

The ‘lectures’ referred by Makhokolo (also known ‘@&Bop-Downs”) indicated the
prescriptive mindset of the Department of Educatbrihe time, as well is its limited

understanding of the role and nature of managederglopment.

Thurlow’s (1993:1) plea for a “mentor programme tbe professional development of
school principals” is indicative of a new, ‘devetoental’ approach to management
training, since mentorship clearly stresses the oblpersonal support in contexts that are
organizationally unique. For ex-Model C and indegmrt schools training of a

developmental nature had been available for decathésfly in the form of professional
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workshop programmes run by teachers associatioh, s the South African Teachers
Association. Of course, managers from the DET sisha@re excluded from these on

racial grounds (Van der Mescht 2004: pers. comm.).

2.3.1 DEMOCRACY AND TRANSFORMATION

It is not surprising, therefore, that developmeintseducation management training in
South Africa have been broadly guided by demochaticciples. The ANC (1995:54) in
its Policy Framework for Education and Training dioent adopted the following

principles:

Development of a national system in which the manant and professional
support of teachers is conceived as a coherennhéggtrated process.

The support and professional development of teacsieall be a central aim
of the management system.

Teacher appraisal, supervision and inspection sbhell linked to the
professional development of teachers.

Democracy and transparency shall underpin the nesmexgt system.

The break with the prescriptive ‘top-down’ approaghthe past is evident: here all
activities are framed within a developmental cohteXlso reflected is a shift from

individual responsibility to shared responsibilityhe White Paper on Education and
Training (1995) described steps on policy formolatby the Ministry of Education. South
African educational policy-making was influenced tigmands and calls for excellence
and efficiency with provincial governments assumidgect and highly regulatory

responsibility for change. Again, the shift towajdst responsibility and collaboration is

clear:

The efforts of all South Africans will be neededreconstruct and develop
the national education and training system so ih#& able to meet the
personal and social needs, and economic challetigesconfront us as we
build our democratic nation. The Ministry of Eduoatinvites the goodwiill
and active participation of all parents, teached ather educators, students,
community leaders, religious bodies, NGOs, acadengititutions, workers,
business, the media, and development agencies,rimgiig about the
transformation we all seek (Department of Educati®fsd:55).

26



Human resource development is singled out as aitgrio

Developing the human resources of the country th laogoal of the RDP
(Reconstruction and Development Programme) and cuiresment for
achieving other RDP goals. Appropriate educaticth teamining can empower
people to participate effectively in all the proses of democratic society,
economic activity, cultural expression, and comrtytife, and can help
citizens to build a nation free of race, gender awkry from of
discrimination (Department of Education 1995d: 17).

The White Paper was followed by the South Africamd®ls Bill in 1996 which became
the South African Schools Act in March 1996. The Aalls for the democratization of
education, and draws attention to the need to neaohgnge and for schools to play a role
in the transformation of society. School principasskey personnel had to be transformed
into ‘democratic’ leaders of the new South Africatiety. They had to be developed so as
to lead transformation of their institutions. Todegks the problem of lack capacity the
Minister of Education appointed a task team in Baby 1996 to investigate ways of
institutionalising strategies for education managetdevelopment in South Africa. The
Task Team’s (Department of Education 1996b:12) ratndas:

To make practical strategic proposals for improvaayication management
capacity.

To make specific proposals for establishing a mafienstitute for education
management development.

To consider matters related to resource mobilieaticoordination and
management for a country-wide education managendatelopment
programme, and

To provide and interim education management sugsovice.

The Report targets five areas for management denedot, namely strategic direction,
organisational structures and systems, human ressunfrastructural and other resources
and networking, partnerships and communication. mbst significant of the five, for the
purpose of this study, is of course human resodieselopment, but the Report stresses the
inter-relatedness of these issues in a comprehenbilistic approach to management
development. | therefore focus on human resourgeldement, and touch briefly on the
other four.
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Human resources is the third major component inTiagk Team Report, and refers to
developing people, whether they are managers degsionals, technical or support staff,
by harmonising their personal interests, theirlskdspirations and learning needs and the
needs of the system in transition, and by creatimggntives for better performance.

Special attention must be paid to redressing ragalder and other inequalities.

The component also encompasses developing appemaenpetencies in participative
management and decentralised decision making, whithrequire new interpersonal,
facilitation, leadership and conflict resolutionillsk as well skills in the analysis,
communication and use of information. The Reportssies the need for development
courses for managers, emphasizing creativity arsbureefulness in the design and
delivery of these programmes. A variety of techegjuncluding distance education,
mentoring, peer group study, cascade training,ystadrs and exchanges, attachments to
industry, serial workshop programmes, cluster arftbsl based support and in service

training and several others are mentioned.

It seems feasible to argue that the proliferatibmanagement programmes over the past
few years are a direct result of the recommendsatadrthis Report. The vision of training
presented here is extremely impressive, perhagdistie given the country’s back-log in

this regard.

It is possible to argue that none of the other aohshe Report are realizable without
successful human resource development. Strateggctidin, for example, the first of the
components, promotes the notion of schools setirgurse for the future within the
context of agreed values and principles, which gilide them. The Report argues that at
the heart of South Africa’s new education visiorthis intent to democratize the education
system and devolve decision making to school ldliel paseline for change.

Management development thus provides the basiadftion for change that is an
absolute prerequisite for successfully implementimgnew education policies. According
to the Report all leaders formal and informal néedpend time developing consensus
about strategic directions in education. Clearhatsgic planning can only be effectively
carried out be professionals who have been empaWwerprovide the visionary leadership

needed.
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The second key component of the Task Team Repootrganisational structures and
systems. Delivering quality education refers to atang pedagogical services, involving
the ability to plan, implement and monitor the dety of these services to each school.
This component refers to the way in which dutied sesponsibilities are divided among
organisations and institutions in the system, andray units and individuals within each

institution and organisation. Here too, the roledmpowered managers would be crucial.

Thus the Report recommends a centre for educati@amagement development in each
province as each provincial department of educaasrthe employer of personnel and the
executive authority over systems and institutidoesgrs primary responsibility for training

and supporting its management teams, for estabfsand developing school governing

bodies, and for developing its management strustsyestems and procedures.

The Report prioritises information as the core oanagement systems. Education
management development will both feed off such rdorimation system (EMIS), and
contribute substantially to enhancing its effeatieges. EMIS would assist in identifying
and making sense of areas which require capacitidibg interventions, and in
monitoring the impact of training and support, espéy if efforts are made very early on
to ensure that education management developmemtriafion needs are incorporated into
the EMIS information baseline. The notion of qualissurance systems is also mentioned,
again drawing attention to the overarching prioofydeveloping skilled professionals to
manage sophisticated systems.

The last two components are infrastructural resssi@nd networking and partnerships.
Some would argue that infrastructure is probabéydhea in which South African schools
are most lacking, yet again | would argue that totreaand motivated management and
leadership could overcome most of the logisticad arfrastructural difficulties schools
face. Creating and maintaining a network of suppamt partnerships will require
entrepreneurial and human relations skills, whiabuld feasible be embodied in

development courses.

The Task Team Report continues to be a powerful iafidential document, and has

prompted both Department of Education and otherdsotb respond with courses for
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school managers. The Imbewu programme is an exaofpée partnership between the
Eastern Cape Department of Education and an irttena@ donor.

SADTU also produced a handbook (Operation Fund@ajts training programme for
school management and administration (SADTU 2001®)e course provided a
programme for training of school management and iddtration where focus areas
would be financial management, conflict managem@&mg management and planning as
management task. SADTU noted that as a resulteoinitreasing complexity of the school
as an organisation, the principal as an educatieadkr is subjected to changing demands
especially in respect of his or her managemenstask

2.4 MANAGEMENT DEVELOPMENT PROGRAMMES FOR
SCHOOL ADMINISTRATORS

Lunenburg & Ornstein (1991:478) explained trainamgl development as follows:

Training typically refers to teaching lower leveltechnical employees how
to perform their present jobs. Development referteiching administrators
and professionals the skills needed for both ptesmaah future positions.

They (1991:478) further said:

a needs analysis should precede the planning aecugen of a training
programme. A needs analysis helps specify traimibgctives, the criteria
for training activities, and the criteria againdtieh the programmes will be
evaluated.

Above all management development requires deep domemt to the participants’ self-
determination. One other important aspect is thahagement development programmes
should not be highly theoretical and lose touchhwiality. Management development
programmes should be aimed at helping participante reflective practitioners.

The following is a list of management developmemigrammes presented in the Eastern

Cape department of education from 1997 to 2003.
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Training programme on the South African Schools Act

The training programme on the South African Schdals (SASA) which was passed in
1996 was conducted in February 1997. It was orgdniy the Department of Education
for all the principals of the Western Region of thastern Cape. The training programme
was held at the Teachers’ Centre in Port Elizab&tie facilitators were from a Non-
Governmental Organisation and the programme fodusse interpreting and

implementing the South African Schools Act.

Clearly the Department regards policy and govereascimportant as it made it a priority
that principals should know the content, and bee dbl interpret and implement the
Schools Act. The South African Schools Act is arpamant piece of legislation as it
involves school governance in schools and conthi@gunctions of the SGBs. The South
African Schools Act is about democratizing the sthoand their transformation into
learning organisations. The approach used in #igitlg programme was that of seminar
and lecture as it was an information sharing saessiappears there was no room for the

involvement of participants in the planning of thimgramme.

Training programme on disciplinary procedures for learners

The management development programme on disciplipescedures for learners was
also organised by the Department of Education ¢tiosl principals and was held at the
Teachers’ Centre in Port Elizabeth in April 1997The workshop focused on the
disciplinary procedures and processes for learvgith the passing of the Schools Act in
1996 and the new dispensation after the 1994 detio@lections with regard to learners’
disciplinary procedures, more powers were givenSt8eBs to recommend learners’
suspension. The expulsion of learners became gpomsibility of the provincial head of
department in education and corporal punishment alas abolished. Through this
training programme the department sought to famskaschools’ SMTs with regulations
regarding administering discipline to learners. SMdn their return were expected to
empower staff at school. Documents received retlest the training programme was
organised as a traditional workshop. It was a anevdorkshop which outlined steps to be
followed in a disciplinary hearing of a learner dadher outlined who should be involved

in the process and who should lead discussiortseidlisciplinary hearing.
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The training programme emphasised the importandbeotlisciplinary committee sitting
being chaired by the headmaster or headmistreskeirpresence of the class teacher,
learners concerned and their learner represergativee procedure to be followed in the
sitting (such as hearing from both parties involead from witnesses) demonstrates the
new democratic South Africa where everybody’s gbiitlined in the constitution need to
be respected and upheld. Documents reveal thatapipeoach used to conduct the
workshop was one in which participants were takeaugh the disciplinary programme as
a group. After that they broke into smaller growpisere they role-played the whole
procedure, discussed and reported back in smallpgrand after that there was plenary for
the whole group. This practical involvement draws experiential learning where
participants could transfer learning to practiced drack in their schools they could

implement it, an approach discussed earlier inchapter.

Training programme on Outcomes Based Education.

The introduction of Curriculum 2005 necessitateglikeed for training of school managers
as they are the key people in its implementatidre iew democratic dispensation which
was aimed at democratizing education system neagss$ithe overhaul of the curriculum
to meet the economic needs of the country. Thesfa¢uhe new curriculum was to be on
life long skills acquired by the learners and ouies to be achieved and moved away
from content based education. The methodology use@aching and learning had to
change and principals as key personnel in schoats to monitor and support its
implementation. The training programme which waseal at taking school principals on
board in OBE was held in one of the local school&rahamstown in September 1998. It
was organised by the Department of Education anditéors were former college of
education lecturers. It focused on the introductadnOBE and was followed by an
assessment workshop on OBE. Training programmerialteceived was amongst others

documents on national policy and on OBE assessment.

The approach used in delivering the OBE programras that of seminars and lectures.
Furthermore programmes were condensed into shokidsewhere a lot was done in a
short space of time (a week). Workshops on OBE istets of thick documents on OBE
policy which were rushed through in that same we€&ke training programme consisted
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of presentation in a form of seminars, group disiuss and report back to bigger groups.
Training periods consisted of afternoon sessiodssaone-day slot for principals

Education Law and Policy Handbook training programme

The Education Law and Policy training programme viedd in the Department of
Education offices in Grahamstown in March 1999.ilRators of the training programme
were from the Department of Education in Bisho. Phegramme was aimed at assisting
school heads on how to deal with education law polkicy manuals as they contain
education laws and policy issues that underpirSith African Schools Act. The content
covered most aspects of management, policy oncelumn and labour issues, aspects

inside and outside the classroom.

The training material provided in the training pragme was a guide that could be
referred to by managers. The training programme wasaditional workshop which

covered two days for the analysis and interpretatibthe document, and one week for
further training on how to use the document whealidg with management issues,

aspects pertaining to learners, duties of SMTs, artd of misconduct and the general
running of the school. The contents covered variaas that have been passed and
regulations attached to the acts and relationseipvden school management and school

governance.

The approach used in the training programme inwbpa@rticipants as they took an active
part in the programme. Participants ‘got their lsadity’, an example of the experiential
learning approach discussed earlier in this chapté@hey role-played the laws and
regulations on personnel administration, for exapé process of interviews and various

acts of misconduct.

Training programme on Outcomes Based Education Assesment

This programme was organised by the Departmendat&ion for school principals. As
discussed earlier schools heads attended a onetrdayng programme on OBE
Assessment in one of the local high schools. Thec&iibn Department organised and

facilitated the assessment training programme iny M&99. The purpose of the
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programme was to enable the principals to managesasient in OBE. As school heads
they would monitor and support its implementation.

The approach used was that of a seminar or leetheze the document was read to them
mostly because of time constraints. Former collégeturers from Port Elizabeth

conducted the training on behalf of the educatiepadtment. They explained that another
training programme was to be held but that nev@péaed, hence this crucial aspect of

OBE continues to be under-developed among schoohgas.

Training programme on school leadership and manageent

This programme was attended by SMTs in the edutatepartment offices on 19 April
2000. The aim of the training programme was to ggoehool managers with management
and leadership skills as it focused on managematied and how to have effective
schools. Its main purpose was to develop the cgptxicreate a culture of teaching and
learning in schools. The training programme wasaoiged by the Department of
Education and was facilitated by a school princfpain one of the local schools on behalf
of the education department. Training material inaxk reveals that it was largely an
information sharing session taking the form ofcuee.

The approach used to present in the training progra was that of scenarios being
presented to the group and discussion thereatienpes of vision and mission statements
were presented to the group for schools to devehtmir own visions and mission
statements. In terms of the literature discussatiee, this approach is unlikely to be

effective as a learning experience.

Training programme on the disciplinary procedures br educators

This programme was held in the Department of Edocaiffices in August 2002. It was

organised by the education department and faditdatvere Education Development
Officers. The training programme was attended Hyost principals, and was aimed at
assisting school managers in handling disciplimaocedures for educators. It focused on
the steps to taken to administer disciplinary messin a school environment .With the

new Labour Relations Act and Basic Conditions ofpoyment Act school principals
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have to be aware of and conversant with the disapl proceedings for educators so as to
be able to apply them.

Content as revealed by the documents included cdsessconduct. Differences between
serious cases of misconduct and less serious aafsasisconduct were outlined.

Presentation of cases of misconduct was followegregentation of steps to be followed
in a case of misconduct, as follows: Stage onenselling; stage two, verbal warning;

stage three, written warning and the last stags fimrning and dismissal.

Programme design indicates the active involvemérmaaticipants using role-playing of
scenarios given to them. This approach is likelgnoouraging learning even though the
facilitators were not experts in the field of ediima law and labour. Theory in the form of
training material was provided which could be géli in the institutions for reference.
Whether they could transfer what they have leamttlle programmes into practice
depended in the ability and leadership skills aheschool principal and their expertise.

Training programme on resource file management

This was a one day training programme organisedhbyeducation department in its
offices for School Management Teams. The programwa® aimed at assisting SMTs to
be able to use the contents of the resource file@sde to their management of resources
and as a school asset. The education departmegitstmufamiliarise school SMTs with
the contents of the resource file so as to betahlse them in the running of the schools.

The approach used was that of a workshop withgipatits divided into groups to discuss
tasks and report back to the whole group. The a@mbr@robably encouraged learning as
there was direct involvement of the participantsey had to role-play, fill in forms for

relevant tasks and practise what one would dogivan scenario or incident. Facilitators

were EDOs from the Department of Education.

Training programme on vision crafting for schools

This programme on vision crafting for schools waddhfor one week in the education

department offices in Grahamstown. Principals hadearn to craft visions for their
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schools. Content of the programmes included vistaafting and developing mission
statements, as well as planning strategically agoap on what needs to be done or
developed in an institution. The approach was diaictive participation of the principals
in the training programme. They had to work indiadly in pairs and as a group and again
had to report to the whole group. Timeframes wetd@ visions, mission statements and
strategic planning for groups.

Summative comments

On the whole, the programmes represent a wide rspecif areas and processes that are
pertinent to the work of school managers. It sed¢hes Department was consciously
responding to the challenge set by the Task TeapomReas discussed earlier in this
chapter. It is also interesting to note the varietynethodologies used to deliver these
programmes. There seems to have been a preferenderfids-on, practical activities,
though it is difficult to see how the ideal of sdévelopment and personal growth could

have been catered for.
However, this study is not an evaluation of thesegmmmes, but focuses on how
participants experienced them. | presented thera imarely to give the reader a sense of

what the participants are referring to in theip@sses.

| now move on to present and defend my researctoapp and methodology.
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CHAPTER 3
RESEARCH METHODOLOGY

INTRODUCTION

In this chapter | discuss the research paradigwhich the research has been conducted. |
further discuss phenomenology as a method of relseaed in this study and provide a
justification and rationale for using it to invegte principals’ perceptions and experiences

of management development and their perceived needs

| also outline some of the important features aérmenology, describe the tool used to

collect data, and how | analysed the data.

3.1 METHODOLOGY

3.1.1 ORIENTATION

| conducted within the interpretive research appinogao as to be able to probe and
understand principals’ experience and perceptidmaanagement development and what
their perceived development needs are. AccordingCahen, Manion & Morrison
(2000:19):

In interpretive research, individual behaviour da@ understood by the
researcher sharing their frame of reference: utaleisg of individuals’

interpretations of the world around them has to €dnom inside, not the
outside.

To understand principals’ behaviour and their jptetation of their lived world from ‘the
inside’ and to dig deeply into their experiencesd goerceptions of management
development in education | saw the interpretiveagym as a suitable approach in which

to conduct my research.

37



This study has a phenomenological orientations k iqualitative research approach as it
focuses on subjective meaning and explication stdgtions of lived world experiences.
After reviewing literature on phenomenology | fouihtb be consistent with my views and
interests, | therefore saw it as an appropriatétttat could help me answer my research

guestion.

3.1.2 WHY PHENOMENOLOGY?

Phenomenology is generally regarded as a suitabtbadology for exploratory research
in relatively new fields. Management developmeanthe education field is a fairly new
concept in South Africa and indeed the rest ofwioeld. Bush (1995:3) argues that “the
development of educational management as a fiektualy in the United Kingdom came
as late as the 1960s.” In South Africa the recondadons of the Task Team on
Management Development, which was appointed byMhmester of Education in 1996,
helped to draw attention to management developteehelp in developing effective and
efficient management in schools, as reported inp@nalwo. It is therefore an area that
needs to be explored and researched as it is otiee @ornerstones of the transformation

process.

In this section | discuss why a phenomenologicedration is appropriate for this study.
In this study | was interested in studying the cliexperience (or primary experience) and
perceptions of principals of management developmammigrammes and what their
perceived needs may be. As Creswell (1994:12) ttased:

In phenomenological studies human experiences >amiaed through the
detailed descriptions of the people being studigrtderstanding the “lived”
experiences marks phenomenology as a philosophgdbas the works of
Husserl. As a method the procedure involves stuggnsmall number of
subjects through extensive and prolonged engagetoedévelop patterns
and relationships of meaning.

| studied participants’ experiences through the afsepen-ended interviews to encourage
participants to talk about and relate their expe@s. Phenomenology provides the
rationale for entering research participants’ liveatlds, and to dig for their experience as
these are assumed to shapes our attitude and pensedo unearth their experiences and

perceptions of management development programmesfanparticipants to open up
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further and articulate their experiences | usednmts and probes such as ‘Can you

explain more? What do you mean by that? Can yparmkon that?’

Thus | was able to obtain descriptions of the egpee of the phenomenon under study at
face value through interrogating participants’ théved world, and to develop an
understanding of how their world is constitutedcéding to Van der Mescht (1996:40):

The researcher is bound to attempt to enter thédwadrthe participant in
order to gain and understanding of the participatgbensweltand gain
insight into how it is constituted.

Having entered the participantebenswelthrough interviews with open-ended questions
| was able to gain insight into their experiencel aimderstand it from the participants’

point of view.

3.1.3 BACKGROUND OF PHENOMENOLOGY

In this section | give a brief background of pheeowlogy. Moran (2000:1) traced the
origins of phenomenology to 1859-1938 as a moveniaitwas inaugurated by Edmund
Husserl. It was first formally announced by Edmusdsserl in the introduction of the
Second Volume of the First Edition of Hiegical Investigationg1900-1901), when, in

discussing the need for a wide-ranging theory obwedge, he spoke of “the

phenomenology of the experiences of thinking amalkng” (Ibid.).

Valle (1998:5) similarly traced the origins of pleamenology to the existential
phenomenology of Husserl, and argued that “expee®mre constituted by consciousness
and thus could be rigorously and systematicallgistiion the basis of their appearance to
consciousness that is, their phenomenal nature’lleV§1998:5) in explaining
phenomenology further said:

Phenomenology had thus become the reflective sindyexplication of the
operative and thematic structures of consciousndss, is primarily a
philosophical method of explicating the meaning tbé phenomena of
consciousness.

39



Clearly then, development of meaning from expemsndhoughts and feelings of the

phenomenon under study is of primary importanggh@nomenology.

Giorgi (1985:8) cites Husserl in explaining that:

the guiding theme of phenomenology is to ‘go biacthe things themselves’
and for phenomenological psychologist one integti@h of that expression
means to go to the everyday world where peopldiarg through various

phenomena in actual situations.

From descriptions of ‘everyday’ experiences by ipgrants we better understand their
lived world, how it is experienced and constitut&kesearch design should therefore

reflect a commitment to accessing participantgdiexperience.

3.1.4 IMPORTANCE OF DESCRIPTION

In this section | discuss the naturelebenswelflived world) of the participants, which |
attempted to enter so as to understand it how itasstituted and understand the
phenomenon as it “manifests itself” (Valle 199814jiscuss description of the lived world
of the participants as an important characteristiphenomenology. Description in this
study is important to present the essence of theepgon of participants of the

management development programmes attended. AsWN20A0:4) explained:

Phenomenology is best understood as a radicalktraditional style of
philosophising, which emphasises the attempt tagyte truth of matters, to
describe phenomena, in the broadest sense as whagpears in the manner
in which it appears, that is as it manifests itdelfconsciousness, to the
experiencer.

In the interviews participants were able to descriheir experiences of the training
programmes as they appeared. Their descriptiometiehe as a researcher to understand
their experiences, feelings and thoughts. Desonpis thus important, not only for
participants, but also for the researcher. VarBagg in Kruger (1988:143) explained it as

follows:
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... description is the basic principle of all phenowiegy: the investigator
remains true to the facts as they are happening. girenomenological
researcher is thus wary of theoretical observatamsaccepted opinions lest,
prejudging that which has yet to be fully known,fais to be faithful to the
phenomena as they appear.

To be able to understand what the participants reepeed | thus had to put aside
theoretical observations and accepted opinions tabmanagement development
programmes through bracketing. That enabled mee#ar lhemain true to participants’
accounts. Giorgi (in Van der Mescht 1996:47) elabet on description and its link with

bracketing:

Description is the use of language to articulate ithtentional objects of
experience within the constraints of intuitive esegentational evidence. The
key point here is that a descriptive attitude implnecessity demanded by
saying that one describes what presents itselfigaigcas it presents itself,
neither adding nor subtracting from it. The dedmip also implies the
adoption of the attitude of phenomenological reumctwhich implies the
bracketing of past knowledge about the phenomerangbexperienced as
well as the withholding of existential affirmation.

Merleau-Ponty (in Giorgi 1985:43) stressed the irtgoce of ‘naive’ description as the

basis for data analysis:

Analysis should follow naive description, and ores lio be sure that the
categories of analysis or explanation do not ethieinitial descriptions.

Participants’ descriptions of the phenomenon urstady were thus obtained through
open-ended interviews and developed to Natural Meddnits, as will be explained later.

From the Natural Meaning Units which | interrogatisl/eloped situated descriptions and
after my rigorous reflection on them emerged essletitemes which formed a general

description of the lived experiences.
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3.1.5 INTENTIONALITY

In this section | present intentionality as an imiant aspect of the phenomenological
approach particularly of the lived world of the fi@pants. Spinelli (in Van der Mescht
1996:40) explained the term intentionality as

the fundamental action of the mind reaching owttimuli which make up the
real world in order to translate them into its neaf meaningful experience

Stimuli refer to objects which in this study refetis the participants’ experience of

management development programmes. Valle (199&dghled that:

intentionality is a key phenomenological notion..het originator of
philosophical phenomenology Husserl articulated teatral insight that
consciousness is intentional, that is, that hunwrscousness is always and
essentially oriented toward a world of emergentmrea

In this study the ‘consciousness’ of the particisawas directed (by the interview
guestions) to their lived experiences of managemdavelopment programmes.
Participants had to think about the training pragres they attended and how they
experienced them and describe them as they appeardeir conscious mind without
being analytical about them. This enabled me taiabtheir full descriptions of the

training programmes as experienced by them.

Giorgi (in Van der Mescht 1996:43) clarifies this:

The phenomenological approach admits to a realitgependent of
consciousness but claims that knowledge of suchtyezan only occur
through consciousness of it, so it is better talptreality claims made by
persons through their consciousness of it. The has& is to understand the
reality claims (or non-reality claims) precisely #wey are made by the
research participants.
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3.1.6 PERCEPTION

In this section | discuss perception an importagpeat in understanding participants’
lebenswelt.Perceptions constitute data gathered about theopmenon under study and
from which meaning is developed. According to Maltsts (1994:52):

. in phenomenology, perception is regarded as theapy source of
knowledge, the source that cannot be doubted. tiotes) united with
sensations make up the full concrete act of peim&pthe object achieves
full-bodied presence.

Through semi- structured interviews with open-endedstions | was aimed to explore
participants’ perceptions of the training programsmnferom the data gathered | was able to
understand participants’ attitudes as influencedheyr experience. Perceptions therefore
arise from experience of reality and help us undeds ‘reality claims’ made by
participants; reality and perceptions are thugd#pendent.

3.2 RESEARCH DESIGN

3.2.1 INTERVIEWS

The semi-structured, open-ended interview is beged to the purpose of exploring
people’s lived experience (Moustakas 1994:114).séduopen-ended questions with
prompts and probing questions so as to dig mor@lyda the search for data from
participants. Kvale (1996:5) defined a semi-strreduas “an interview whose purpose is
to obtain descriptions of the lived world of theeirviewee with respect to interpreting the
described phenomena”. Kvale (1996:5) further said:

The qualitative research interview seeks to descabd understand the
meanings of central themes in the life world of $hibjects. The main task of
interviewing is to understand the meaning of what interviewees say. The
subjects describe as precisely as possible whatekygerience and feel, and
how they act.
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Semi-structured interviews allowed me as a researtth move from specific questions
like “What kind of management development prograsmimmave you attended in the past?
What knowledge did you manage to gain? How ha®rked and how has it not worked?”
to unplanned prompts such as “Is there anythingwould like to add? Can you expand
on that? What do you mean by that? Can you givamexample of that?” These prompts
were useful in encouraging open communication,waflg the participants freedom to
elaborate on responses in whatever manner theyedisind helping me remain with the

“concrete”, a vital ingredient of phenomenologitaérviewing.

Before the interview started | established rappettveen myself and the participants. On
my arrival before the interviews started we hadriafbconversation about educational
matters affecting our schools. As the interviewsen@ October towards the end of the
year, which was examination time, we conversed abmtters such as preparations for
end of the year examinations, planning for theofeihg year, matric farewells, and the
implementation of Outcomes Based Education. Topesed from one participant to

another. They in return would ask me to share npee&nce at on the above topics are
concerned. They also asked me about my studieseTt@nversations were intended to

create a relaxed and trusting atmosphere (Kruge8:197).

| also asked participants to write brief autobiggdriaal sketches. This was important as it
helped to contextualise data gathered. Participantsbiographical sketches helped me to
understand their lived world in totality. According Valle & King (in Van der Mescht
1996:55), “an existential-phenomenological viewtbé& world acknowledges the total,
indissolulable unity or interrelationship of thedividual and his or her world”. Their
biographical information allowed me to ‘know’ theinistorical backgrounds and

understand thelebenswelbetter.

3.2.2 ETHICAL CONSIDERATIONS

| am aware that as a researcher involved in thesityated phenomenon (having myself
attended development courses as a deputy princmal)as an educator present to the

research situation and having social relations With participants as colleagues | needed
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to be aware of my own bias and possible pre-judgeésnand presuppositions during the
interview. Moustakas (1994:116) explained this stefollows:

... prior to the interview the primary investigatongages in theepoche
process (bracketing) ...so that to a significant degrpast associations,
understandings, facts, biases, are set aside amwtdoolour or direct the
interview.

Valle (1998: 9) explained Husserl's understandirfg epoche as ‘phenomenological

reduction’:

Husserl’'s methodology was to begin with the ‘pheeaoiogical reduction,’
or ‘epoche’ which involved the attempt to put dilome’s assumptions about
the matter being studied into abeyance, to ‘brackketm... To proceed
without this step when reflecting upon personalesgignce leaves one open
to the ‘psychologist fallacy,” namely, the likelibd that one’s judgements
about such experiences will be biased by varioezgrceptions, wishes,
desires, motives, values, and other influencewsak just this bias of one’s
uncritical ‘natural attitude’ that Husserl wishexftee himself from in order
to view a topic from a position as free of presugifpons as possible.

Of course, as Kruger (1988:142) argued “completiiecgon is ... impossible”, because
the researcher is often unaware of what he or sbks fon an issue; but he argues that
“through this process the researcher attemptspgooaph the phenomenon of investigation
from position of conceptual silence, in order tcewwpimself [sic] to perceiving more
clearly its emergent dimensions”. Reduction alsesdnot imply withdrawal as a human
being, since it is the human element that makesesehinterpretive research in the first
place. The most significant instrument for the riptetive researcher is the person

him/herself.

3.2.3 SAMPLING

The sample on which the research focused was fapernced high school male
principals. | selected them purposively (Cohen, Man& Morrison 2000:103) on the
basis of their experience as school managers (&xgerience varied from five years to
nine years) as well as their extensive participatio management development

programmes. | also selected them because of thaélingmess to participate. The
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participants were all males, simply because all dn# secondary school principals in
Grahamstown are males; the female principal wasstiigect on my pilot study. The
participants match the criteria suggested by Stongsuger (1988:150) namely that they:

Have had experiences relating to the phenomenba tesearched.

Are verbally fluent and are able to communicatertfezlings, thoughts and
perceptions in relation to the researched phenomeno

Have the same home language as the researchertBiscgill obviate the
possible loss of subtle semantic nuances owingdmeed to translate from
one language to another.

And express willingness to be open to the researche

On the matter of language, | conducted the intarsiégn English. Though none of the
group (myself included) has English as a home laggul judged their command of and
eloguence in the English language as adequate tableeto capture and express their

perceptions and experiences.

| initiated the research by writing letters seekmegmission for me to conduct the research
and asking them participate in the interviews. Teatral theme of the interview was
explained. | then did personal follow-up visitsrtake appointments and ascertain dates
and times for interviews. Before the interviewststd research participants were briefed
about the purpose and the interview procedureplagxed that the interview would last
for one to two hours, as they were concerned atbmet since they had other managerial
tasks to perform. | also explained that | would taking notes during the interview.

Confidentiality and anonymity were guaranteed.

3.2.3 DATA PRESENTATION AND ANALYSIS

After data were collected | read the protocols atpaly to get a holistic sense of each.
Protocols were then reduced to “naturally occurnimgts, each conveying a particular
meaning ...” (NMUs) (Kruger 1988:153). According t@¥ der Mescht (1996:46) “if one
is to be true to one’s data, the temptation tostiascategorize and reject some of one’s
raw data must be suppressed until repeated reakdawgsrevealed a more holistic sense of

experience.”
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| reflected on the NMU’s and central themes exméddss the everyday language of the
participants (Kruger 1988:153), and then explicaadh, essentially to bring out implicit
meanings by means of “systematic reflection” (Vall@98: 22). In the process of
unlocking the raw data, Significant statements wsnged into theme clusters, following
Aanstoos’ (1983) recommendation of Giorgi's (19Ppbsypcedure of identifying meaning
units, specifying their central themes, and theircwating the structural coherence of

those themes and the essence of each NMU.

Final comprehensive constituent themes wee theusked to give a sense of participants’
whole experience. A synthesis was made of thosestitoents that were irreducible
elements, resulting in descriptions, first at theel of individual, ‘situated’ description,

and then at the level of ‘general’ description.

The next chapter presents the descriptions, cefssenced with the NMUs (Appendix 1).
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CHAPTER 4

PRESENTATION OF DATA
INTRODUCTION

In this chapter | present the research data irfdima situated and general descriptions of
the respondents’ experiential statements of theagmment development programmes
they attended. These descriptions derive from théufdl Meaning Units (NMUs), as
explained in Chapter Three. The NMUs | have drawnirothis chapter constitute the
central themes, which represent specific thougigs;eptions, feelings and experiences as
expressed by the participant (Leedy & Ormrod 20083. Each situated description is
preceded by a brief biographical sketch to helgexnalise each case, and followed by a

more detailed description under the generic heading

* His experience of management

* His management style

* His experience of management development programmes
» His perceived needs

Though only the first two of these categories diyeaddress the research questions, |
provide detail on the other two (where appropriatepn attempt to contextualise each
case. | believe that principals’ management stgles experience of management would

have considerable impact on their response to nesnaigt development programmes.

NMUs (with numbers) in brackets refer to AppendixThis chapter presents the data:

discussion of issues raised occurs in the follovanapter only.

4.1 BRIEF BIOGRAPHICAL SKETCH OF LINDI

Lindi is a headmaster of a high school in the EasBape. His experience as a headmaster
of this institution is eight years. His experieraean educator is thirteen years. He is the
head of a high school with an enrolment of eighhdred learners and twenty-four

educators. He grew up in Grahamstown and is tirtg-years old.
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Lindi obtained his post matric education qualificas B.A., H.E.D. & BEd. in Cape
Town. He is passionate about his job as a prin@pdle believed it was a chance to realise
his potential and skills as a head of the insttutiHe holds other leadership positions in

the community, as he is the ANC branch executiverndtee member.

4.1.1 SITUATED DESCRIPTION OF LINDI

The essence of Lindi’'s experience of managemera agh school principal and the
experience of management development programmassense of conflict. On the one
hand there is unhappiness about the problems abkcanging from lack of teaching,
disciplinary problems and poor management of s&h@oid on the other hand the positive
expectations about his role as a principal in titution. He perceives himself as a
leader, who can shape the future, transform it raalle it an established and recognised
school. He feels management development programcareselp to develop better future

education leaders.

Areas that emerge strongly from Lindi’'s NMdse the following:

Firstly he feels there are problems in schools pker management, lack of supervision,
problems with the school curriculum and the faeit chools are not governed according
to the education policy. Secondly, although thevababstacles frustrate him, he perceives
himself to be a leader who is transformational wlebeves in participatory democracy in

his school that is proud of his achievements insiti@ol. However he feels management
development programmes have a big role to playnproving management in school and

enhances their performance.

Thirdly he feels empowered by some of the managén®relopment programmes he has
attended and as a result he could empower stafftl@r@fore transform the institution
although he thinks there are more important manageraspects that still need to be

covered in the development of school manager$ieswere never trained as principals.
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4.1.2 HIS EXPERIENCE OF MANAGEMENT

Although he is frustrated by many obstacles toshiscess as a school principal he feels
confident that he has managed to lead the schodhéoe it is, that is as an established and
recognised schodNMU 42). He thinks the influx of learners streaming in folmassion

to his school is a result thereof. He is unhapp wie situation he finds himself in which
he feels the Department of Education is aware @f.cies schools not being governed
according to the departmental policy, poor manageroeschools, lack of teaching, lack
of supervision by the Department of Educat{biMU 5) and added to that is the fact that

principals lack training to cope with their managktasks.

He perceives the school as lacking the capacigdtinister themselves on a day-to-day
basis(NMU 8) and he links that to lack of training of schoahpipals. He believes poor
management has a direct bearing in the exodusashdes from township schools to
former model C schooldNMU 3). He believes keenness of principals to learntene a
positive attitude can improve and develop schoohagars and help to bring about

effective and efficient managemgiNMU 10).

4.1.3 HIS MANAGEMENT STYLE

Although he believes in democratic decision-makimgg relies heavily on departmental
policy for guidance in managemeftiMU 24). He believes in participatory democracy
when taking decisions and planning. His explaiig:ybu plan in advance, involve as
many people as possible ... everything can be owgeaxvéerybody”. He thinks the style of
management of a principal affects the running efsbhool. He perceives himself to be a
manager who has an open door policy and he thedswork in his school has yielded
positive results for his school and enhanced itdop@ance (NMU 3). He perceives
himself to be a leader who is prepared to takéismh from his staff for the improvement
of the schoo(NMU 64).

4.1.4 HIS EXPERIENCE OF MANAGEMENT DEVELOPMENT PROG RAMMES

Lindi feels that poor management of schools wasrdimé need for school managers to be

capacitated, as he believes good management podoos result§NMU 45). He sees
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improvement in schools with the introduction of ragament development programmes
by the Department of Education. There is a chandbkdir way of doing things as they are

working according to departmental polic@®VU 11).

He views the failure of schools to closely follovepdrtmental policy NMU 12)
documents as a major cause of chaos and instahbilgghools. What comes up strongly is
that Lindi feels that for schools to be able toalep their own policies and sustain them,
school principals need to be empowered and thegturn would empower stafNMU

47). He thinks programmes have a role to play in taedformation of the institution.

He does not feel training only will be enough teaeitate them as principals: he feels
documents should be provided for principals’ cotadidn. His own words “on a daily
basis we are able to consult that docurh@dMU 34). He believes training enabled them
to plan as a school, administer discipline for betlucators and learners and improve on
their weaknesses after a SWOT analysis. He fealsstbme programmes were not good
enough and as principals they should be globallynp=iitive and be developed
holistically. He believes that they should be egeibwith technological skillENMU 56).

4.1.5 HIS PERCEIVED NEEDS

Although he believes management development pragesmmprove school performance
he feels some programmes he attended were a whdime as they lacked proper
planning from the side of the organisers. He carsidhat as a major problem in their
development in which outside help from tertiarytilogions should be utilise(NMU 60).
He believes that having gained the knowledge frdma management development
programmes, the Department should do follow-up wbykmeans of monitoring and
support for implementation so as to bring aboutngea(NMU 61). He perceives
networking and information sharing of experiencas also develop them as principals.
He thinks there are some areas like staff developmehich are not covered by the

programmes in which they need developn{&NU 55).
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4.2 BRIEF BIOGRAPHICAL SKETCH OF LITHA

Litha is a headmaster of the biggest high schoolGmhamstown. He was a deputy
principal in the same school for one year and e ka principal for six years. He is the
head of an institution with an enrolment of 1174arfers, and has thirty-nine educators in
his school. Litha is forty-three years old and oi#d his educational qualifications B.A.,
H.D.E. and BEd. at Rhodes University. His expergeas an educator is seventeen years in
the same school where he has been appointed ascgak The opportunity marked the
beginning of his career as a head of the instiutio

4.2.1 SITUATED DESCRIPTION OF LITHA

The essence of the participant’'s experience ashaokananager and of management
development programmes is a sense of conflict erivires frustration and anger about the
fact that as a school manager he does not feekitafgal to handle management issues
properly. Added to that are the demands from theatenent like new rules and
regulations and his perception of himself as adeacho should uphold the high standards
of his institution but also maintain cordial humatations with all the stakeholders in the

institution. Conflict thus lies at the heart of kigperience.

Litha believes that school managers lack the capaxihandle management issues in their
schools while there are big challenges facing theew laws from which new rules and
regulations are formulated. He believes that todledaily issues at school the principal

has to understand these laws and policies.

Despite the fact that he as a principal of a schamMs training, he perceives himself as an
open and transparent manager who has been empolaeted management development
programmes especially in the area of law and palioykshop, problem solving, building

human relations and how to handle labour issuedeéls the training programmes are key

to transformation.
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He does, however, feel that more training is stdeded for principals like training in
financial management. He perceives the structurd delivery of management
development programmes as problematic as he thmaksing in which principals are
actively involved would help them learn. He beliey@incipals are not confident enough

to handle management issues in their schools.

4.2.2 HIS EXPERIENCE OF MANAGEMENT

The patrticipant believes as a principal he hasothid job adequately but is frustrated by
obstacles like lack of proper capacitating prograsifNMU 1), and new rules and
regulations from the Department of Education wheled to be understood well so as to
implement thenfNMU 3).

He believes although principals are key persomméheéir schools, without proper training
they are liable to make big mistakes, which carirdgghe image of the Department and
bring it into disreputédNMU 11). He is unhappy about the fact that SGBs lack tnginas
the Department is not doing enough to capacitagéentfNMU 37). He feels principals

have a mammoth task of empowering the SGBs.

He believes as a manager of the school he hasyataldtuild harmonious relationships
with all stakeholders and follow correct procedusas that he is handicapped by the lack
of proper planned and adequate training of sch@rlagers. He perceives management as
having a duty to maintain cordial relationship wistaff without compromising the
standards of the institutio(NMU 20). He perceives himself as a manager who has
managed to build a tradition of people taking thewn work seriously. He feels
management development programmes helped to ineulehat had already existed

(NMU 41). In his own words “What it has done is to simplinferce what we have had.”

4.2.3 HIS MANAGEMENT STYLE

Litha believes in an open style of leadership algtosticking to rules of the department is
important in his management. He believes that asmaager of a school he needs to be

conversant with departmental issues. He believhsdaegulations have to flow from
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those of the department and be correctly admimdi@&MU 3). In his own words: “If you
don’t administer discipline correctly, you may &ty lose the case and that can be costly

as well for the department”.

He believes in strict adherence to departmentatipsland their implementation although
he is confident in dealing with management issidglU 10). Litha firmly believes in
having cordial relations in a school which emanfiten openness, transparency and
consultation with all the stakeholders. He beliewesdeveloping trust. For him it is
important to understand the people you work withl,vexren the trade unions. He believes
in maintaining good human relations without compiging standards in the institution.
He thinks the positive, relaxed, and friendly atpteere that prevails in his school

enhances good performan®¢Mu 31).

Litha feels in his institution each one knows his leer role and there is mutual
understanding and respect and as a result of Heatworking environment becomes
peacefulNMU 32). He feels good relationships and knowledge of tie of the School
Governing Body is important. “What is their role angoverning council situation? Who
has more powers?” To him there should be clearindigin between matters of
governance and management matt@MU 28). He thinks everyone involved in
governing the school should be taken on board keitent developments in education. He
even trained the SGB in his school about the neygligtion as the department had failed
them: it promised capacity building workshops f@E but this never happened.

He believes in collaborative planning and teamwét&.cited drawing up of the Code of
Conduct for learners in line with educational pelgcas an example in which he involved
everyone in the institution. How they handle leashelisciplinary problems is another
area where teamwork is displayed in his institutibm his own words: “I think we
generally have harmonious relationship as the tlaleenents, educators, parents and
learners” NMU 40). He acknowledges the fact that there are few imtgleof
misunderstanding as they teach adolescents: “TWirbe always scuffles and problems

...but they are not problems with such a naturetti&t cannot be dealt with adequately”.

Litha feels his institution has a long tradition péople who take their work seriously
(NMU 41) and work confidently although he thinks one shdogdcareful to adhere to
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departmental regulatior(®MU 42) He acknowledges the strengths of his colleaguds an
their skills and pride in achieving high standaodsmotivation and high morale among
staff members. He allows staff to contribute inangational matters, to feel powerful and
important and in the process others get empowarddkilled. In his words: “We are very
fortunate to have a person who manages the schaakand finances very efficiently and

| got a lot of training through that person and gmipowered in a way.”

4.2.4 HIS EXPERIENCE OF MANAGEMENT DEVELOPMENT PROG RAMMES

The participant feels the management developmegiramme on administering discipline
(NMU 5) and the one on resource management were (bt 6) although he feels

some management development programmes were rigiler@hed. His biggest challenge
as a manager is to deal with cases of misconduttafollow the correct procedure. He
feels that as principals they need problem sohshkiljs, communication skills and the
ability to build cordial human relationshighMU 20), as there are sticky situations

(NMU 19) in schools where as a manager you have to dematagwur ability as a leader.

He believes labour peace, mutual understandingesypect between the manager and the
employees are fundamental in a work situat{diMU 31). Therefore he feels school
managers through management development programwees capacitated in labour

matters as that can cause instability in schools.

Although training helped him to manage the scheoha has been taken through various
aspects of managemefNMU 5) he feels there are critical areas that have bgeored
like financial managemerfNMU 47). In his own words “I've never been trained in any
issues around financial management”. To him lackraihing of school managers can
cause a lack of transparency, openness and laadnéflence(NMU 44). Clearly that can
handicap the smooth running of the school and teadternal conflicts. In his own words
“... alot of training has to be done in this counggpecially in this provincelNMU 59).

He further said, “problems can be lessened if peore trained properl(NMU 49).

The participant is frustrated by the fact that witthe department there are people who are

not very capable of handling management isgddU 56). Clearly that indicates that
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there is a lack of knowledgeable manpower to tpgincipals in management. In contrast
with the above is what comes to the fore that #spondent hears the Department “...
hires consultants at the exorbitant fees to do slurgs and one discovers that it's money

that could have been used special elsewh@®BU 57).

The participant perceives management developmefirammental for school managers
as they are not expected to know everythiNg/U 50). That clearly indicated that as
principals they need training so as to be empowtrezbpe with their managerial tasks.
Although there was lack of proper planning with soqrmanagement development
programmes organised to develop school management.

The patrticipant believes they emerged from the ianognes confident and empowered to
handle some management issysiIU 6). Some programmes enabled to deal with
practical problems that are pertinent to situati@msschool(NMU 13). He feels the

training programmes are key in the transformatiéninstitutions. He perceives some
management development programmes as unnecessé#mgyaare information sessions
that could have been dealt with in terms of a d¢&ncor a letter to schools or some sort of

written report.

4.2.4 HIS PERCEIVED NEEDS

The participant feels that a pool of people is eee develop both educators and school
managers, as they were trained by personnel whaalichave deep knowledge of the
content of the programmg®NMU 58). That clearly indicates that trained experts are
needed in education. He feels educators and palscigtill need training in Outcomes
Based Education and its introduction in Further dadion and Training Band. He thinks
more training is needed in areas like financial aggament and other important aspects in
education. He feels sharing ideas through intergatiith other people are another aspect

to be considered for school managers to giiiU 63).
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4.3 BRIEF BIOGRAPHICAL SKETCH OF RAY

Ray is a headmaster of a combined school from Goadeo Grade twelve in the Eastern
Cape. His school has an enrolment of six hundreldtlainy one learners with twenty-nine
educators. He grew up in Port Alfred and is fiftyeoyears of age.

He obtained his educational qualifications B.AHNE.D. and B Ed. at Rhodes University.
His experience as an educator is twenty-eight ydats years as a head of department,
five years as a deputy principal and eleven yemes@incipal. Besides being a headmaster
in his school he holds other management positiorteeé community. He is a member of
Rhodes University Council, a member of Rotary Ghmol a chairperson of Border Rugby

Schools. He is deeply passionate about his jobpameipal.

4.3.1 SITUATED DESCRIPTION OF RAY

The essence of his of management development ienaesof conflict between his
perceived lack of management skills in school manant (which in turn leads to
problems in schools) and the failure of programimesddress these needs on the one
hand, and the positive and visionary expectatidrtssorole as the head of the institution

and future leaders in education on he other.

The participant feels that only one of managemevekbpment programme he attended
capacitated and empowered him in terms of manageareh leadership skills. On the
other hand he is frustrated by the fact that theee so few management development
programmes that have been organised for school geasmiaand that most of those that
exist are poorly planned. In the face of constdmnge and new demands that need
developed and capacitated in school managersstliscause of frustration. Adding to his
frustration is lack of support and monitoring froine side of the departmental officials for

implementation and sustenance of the programmes.
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4.3.2 HIS EXPERIENCE OF MANAGEMENT

Although Ray feels confident enough about his adea school manager there are many
things that cause his unhappiness in the Educ&tepartment. In his words: “We share
information with my colleagues and you'll reali$ey are as frustrated ad you feel.” They
are frustrated by the way the Department operatas) as the lack of flexibility in the
procedures that are followgdlMU 21), for example: “You have things to do or forms to
fill from the Department of Education. You feel thds a better way of doing it or easier

way but you have to follow set procedure”.

Ray feels he is a successful and strong managdrebdbes not get the necessary support
from the Department. He attributes his successmarager to a powerful school manager
he worked with when he started working as an educatd the democratic management
style he adopteNMU 26). His previous principal used to delegate managenasks and
Ray learned a lot in the process. The participaelsf the experience gained through
delegated tasks are his best teacher in manageietiy 13): “I firmly believe you
cannot replace experience, so that's why | donlielee that a post level one teacher can
run a school. | firmly believe that experience emprs you. It is crucial in one’s
management.” He thinks his staff and his wife’sgaphelp him to run the school as they

both believe in leadership.

He feels management and leadership are two difféhémgs and he sees management as
rigid and not flexible with boundaries. He feelsibea leader with innovative ideas and
flexibility without boundaries and can do thingdfeliently, be successful and grow. He
feels it is important to be effective as a printipa a person and as a husbh@MuU 17).

Ray feels team learning and team building enhamecsopal growth as his staff, school
management team and his wife come together to sdess and skills about how to
manage the scho@NMU 35). He views networking as fundamental for one’s growto

him increasing networking with people in the sarmasifion or with essential experience
empowered himNMU 10).

58



4.3.4 HIS MANAGEMENT STYLE

Ray believes in participatory democracy. He feelahagement is about passing on
responsibilities to others so that they can ledMU 34). In his own words: “I have
deliberately tried to pass responsibilities to adhfer people to be more responsible, take
on responsible positions rather than me. In all; to share, share the load and empower
people in that way.” He believes in sharing respwliges and experiences for everyone

to learn and work as a team for the bettermerti@fthool.

4.3.4 HIS EXPERIENCE OF MANAGEMENT DEVELOPMENT PROG RAMMES

Although the participant had not attended many rmament development programmes he
feels the one on leadership and management entfleden habits of highly effective
people” was the best programme. He believes it Idped his leadership skills as it
focused on his general improvement on leadergNiplU 3). After he attended the
programme he had a broader view of leadership aarthgement. He felt transformed and
empowered. He believes this programme helped hirdet with problems at school
(NMU 6). In his own words: “...if you had a difficult pareadming into your office how
would you handle those situations?” The programmeavered him to handle practical

situations at school.

The participant feels that some management developmrogrammes were not really
worth attending as they were merely informationssess, although they as school
managers were able to share ideas on how to Iealdal. He feels networking helps one
to develop(NMU 11) as sharing of experiences enhances one’s grovd.participant
likes documentation or material issued in the trgjrprogrammes as he uses these to refer
to and to refresh himself with knowledge gains#iU 15).

The participant feels that from the management ldpweent programmes he gained
management experience and skills both as a scldoohtrator and as a person to help
his family and the communifNMU 18). He was developed in totality or holistically with
knowledge and skills that he can use as a schoahgea, as a family man and as a

member of the community.
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He believes that although some management develdppnegrammes did not help him
much he learnt something from them no matter hie lit is and they provided him with
the opportunity of meeting other people to shasasdabout school managem@iMu

21). The participant is unhappy about the way OutcoBased Education workshops
have been conducted. He feels there was lack giepnolanning by the organisgisMU

22). In his own words: “OBE programmes that have beamiog through have not been
great. They have not been planned properly.” Hés feghool managers and educators are
not confident enough and not well trained in asamIOBE is concerned and therefore its

implementation can have problems.

He feels the Steven Covey leadership-training @nogne (“Seven habits ...”) he attended
enabled him to run the school and boosted the denée of the people he is working with.
He feels the programme boosted his own confideRoethermore he feels the training

programme on leadership helped him to build goaddmrelations in his school.

From the management development programme he wesdoged as a school manager
and as a person. He learnt logical thinking skM&U 28) and life skills(NMU 28), as he
believes personal life affects one’s job. So opessonal growth and development has an

effect in one’s work environment.

4.3.5 HIS PERCEIVED NEEDS

The participant feels educators need to be developmanagerial skills in preparation for
the future(NMU 36). He perceives aspects like delegation of dutiekuadamental for
educators to gain experience in school managemmehtdavelop. The participant feels
there are a lot more programmes needed to developok managers as they still need
skills in quite a number of administrative aspdits financial management and building
of networks with people they can refer(?dMU 41).

The participant feels some programmes are not gikenenough amount of time they
deserve and are not communicated to schools in ¢gjowel hence he thinks they lack
proper planning and preparation. He thinks schotiihys should be utilised for training

programmegNMU 45) and that this be done in consultation with all stekeholders.
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The participant feels training of school managerproblematidNMU 46). He perceives
facilitators as lacking skills and knowledge to rtire programmes and feels some
programmes are a waste of time. He believes expaas if its not people from the

Department of Education should facilitate the mamagnt development programmes.

The participant feels educators should not be éraimm the training programmes as they
also lack skills to traifiNMU 52). That means they should be also trained and beedlio
time to concentrate in their schoolwork. He prefdeny’ but ‘best’ management
development programmdsdliMU 55), which should enable him to share and implement

what he has learnt from the programmes.

He perceives the cascading process of managemardlogment programmes as
problematic(NMU 47). He feels it contributes to lack of proper trainiagd therefore
affects the implementation of knowledge gained ftbe programmes. He thinks different
approaches of training should be used for varietthe programmes and programmes be
facilitated with suitable tactics or structurédMU 50). Here facilitating skills are

important.

The participant perceives associations with colleagas vital for one’s development and

growth in managemefNMU 57). He believes teamwork enhances one’s performance.

4.4 BRIEF BIOGRAPHICAL SKETCH OF SAM

Sam is a headmaster of one of the oldest educéimmstéautions in the Eastern Cape. He
has been a principal of this school for nine yeétis. school has an enrolment of one
thousand one hundred learners and twenty-four ¢okgcaHe grew up in Tzaneen and is

the eldest son in the family.
He is forty-nine years old and his upbringing istttof a religious background in

Christianity. He has post matric qualifications Bfbc. in Education and B.Ed. Besides

being the principal of a school he holds a managémesition in his church. He was a
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deacon and is now an elder in his church. He pegsehimself as a leader with a clear
vision for his school.

4.4.1 SITUATED DESCRIPTION OF SAM

The essence of his experience as a school manadetha experience of management
development programmes is a sense of conflict ivies unhappiness about the state of
affairs in his school like lack of discipline in tholearners and educators, his inability to
handle some management issues and the positivetaiipas and demand for him to lead
the school to be among the best schools and forthilme efficient and effective. The
following is a summary of areas that emerge stpfrgim the Natural Meaning Units.

Firstly, the participant perceives the managemevetbpment programmes as a tool of
empowerment as some programmes have managed {o ldquiwith some management
skills. Secondly, he thinks there are many moreasrhat need to be covered by the
management development programmes. He feels thexddsbe thorough planning and

preparation of the programmes, and that some grayhiheoretical.

Thirdly, he thinks problems still exist in schoalsd as a school manager he still lacks the
capacity to manage the school and is not configgimiugh to manage the school. He
attributes that to the fact that at tertiary ingidns they were not trained as principals but
as educators and inadequate or lack of properingpim the management development

programmes they attended.

4.4.2 HIS EXPERIENCE OF MANAGEMENT

Sam is frustrated by the decline of discipline am@ols and the way the Department of
Education handles the new curricul{fMU 19). He feels as a school headmaster he has
to know exact procedures for particular miscondunct other related disciplinary problems
as he experiences decline of discipline in bothcathrs and learners in his sch¢dMU

5).

He feels problems in his school emanate from whsra principal does not comply with
the departmental set procedures. He feels educsitordd be exemplary as learners tend
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to do what educators do as they are their role lqaenctuality was cited as an example
(NMU 14). He feels there are educators who are incapacitdtiere are teachers who
are unable to cope with the kind of work they arpp®sed to do. His words “there are

educators who are not carrying out their dutiethéofullest”.

Sam experienced problems in handling the new auwmic OBE. He feels principals need
to be trained on the evaluation of change espgamiinaging a new curriculum and its
implementationNMU 19).

4.4.3 HIS MANAGEMENT STYLE

Although Sam believes in a positive climate andaxetl work environment where
educators are role models for learners he alsoevedi in strict adherence to set
departmental procedures and policies as deviamee iir leads to educators questioning
his managemeniNMU 24). He relies heavily on the departmental programnmeb sset

policies for guidance in fear of being questiongatucators.

His leadership style seems to be bottom up appralihough he feels to manage without
development or training and guidance from Departmeakes on to operate with common
sense thus generating problems for managemenedtethe Department should train him

to handle and educator who does not cope withutieslor is incapacitatgdNMU 23).

4.4.4 HIS EXPERIENCE OF MANAGEMENT DEVELOPMENT PROG RAMMES

The participant feels the management developmemgrammes empowered him with
managerial skills as his professional practice owpd (NMU 1) although some were
highly theoretical and difficult to implemenfNMU 2). That indicates that some
management development programmes are too abdtmacplementation in school
situation. He perceives his major challenge asreipal as the administering of discipline
to both educators and learners as incorrect proesdare questioned and challenged by
the educators and learners’ pare(tdU 15). He feels the management development
programmes helped him to deal with disciplinarybpeoans at schodNMU 4).
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The patrticipant feels that through knowledge a@glin the management development
programmes he was helped to know the steps towdioa case of misconduct by the
educatorfNMU 6). He thinks its correct implementation improved eatac behaviour. In
his own words: “...the more one applies these dis@py measures correctly the better. |
see more educators changing for the b@dMU 17). The participant liked the practical
examples like case studies, scenarios and roleipldiie training programmes as they
helped him to gain insight in management isgdgU 20).

He has mixed feelings about the quality of managérmmaining programmes. He thinks
the one on interpreting law and policy was notanch with the realities on the ground,
that is in school¢§NMU 9). He believes, however, that there was positive ghan his

school after some of the workshops and the wholeo8@cManagement Team was

empowered as it benefited and developed from togrammegNMU 16).

4.4.5 HIS PERCEIVED NEEDS

The participant perceives administering of disaiplito learners as equally important as
discipline in educators, so he perceives trainiegtigining to disciplinary measures of
learners as essential for school mana@sdMU 10). He thinks that as a school manager
some management development programmes he attemeled inadequate and lacked

proper planning and preparation.

He perceives management of the new curriculum wcabn is a major problem for
school managergNMU 19). He says: “Very few people can handle this kind of
curriculum, we need as principals to be trained esanore on the evaluation of change

especially managing a new curriculum and its imgetation.”

The participant feels as a school manager he nkgtlger training in specialist areas
(NMU 21). He thinks that without management development glchnanagers would use
common sense to manage the sch@dglU 23) instead of following the set procedure.
He perceives that as problematic. Clearly thatcagis that the management development
programmes have a major role to play in educati@magers as without them chaos,

conflict and maladministration can be the ordethefday.
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4.5 GENERAL DESCRIPTION

In this section | present the general descriptibrmanagement development as seen
through the eyes of the people who have experiendagt hand. | will be focusing on
common themes in the experience of managementamweht by the participants as it
helped me as a researcher and reader to get aabenearview of my participants’
understanding of the phenomenon under study. Bhia line with Leedy & Ormrod’s
(2001:154) advice: “In a phenomenological studydéstral task during data analysis is to

identify common themes in peoples’ descriptiontheir experiences.”

After reading the natural meaning units repeatédient back to my research questions.
What are the principals’ perceptions and experienoé management development
programmes, and what are their perceived needsimspals? This general description

attempts to answer these questions.

According to Van der Mescht (1996:99):

A general statement is, of necessity, a cryptic many, a crystallised
bringing together of the significant themes uncedein the long and
rigorous process of identifying meaning units anckating situated
descriptions ...a general description is thus ideakyved, not as a discrete
and independent statement, but as the culminafitimeodescriptive stage of
the research process: for while its effectiveneesdo a large extent, depend
of the descriptive skill of the researcher, iteslequally heavily on what has
come before to convey its complete meaning.

To him bringing together dominant themes is whateisessary at this stage for an “overall
description of the phenomenon as participants affyie@xperience it” (Leedy & Ormrod

(2001:154). This in turn “makes findings preseritethis manner more easily comparable
to findings by other researchers in the same @atedlfields of study” Van der Mescht
(1996:96). | believe the following general desadptcaptures and truly reflect what the
participants in this study experience and perceire management development
programmes and what their perceived needs thougtowoise it may not be taken as

universally valid.
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4.5.1 HOW PRINCIPALS PERCEIVE AND EXPERIENCE
MANAGEMENT DEVELOPMENT

The essence of the participants’ interviews seene tthat they have mixed feelings about
the management development programmes they attehdey perceive them as necessary
and feel empowered by some programmes. On the b#mel they feel some programmes
were a waste of time as they lacked proper planaimd)preparation. Participants feel the
content and character of some programmes left nimidbe desired. They feel in some

programmes facilitators lacked facilitating skillss some were educators. According to
them very few programmes have been organised gththe demands and challenges in

managing school are huge and daunting.

Empowermentf principals as school managers appears to ley &llement in principals’
perception and experience of management developpnegtammes. Being capacitated in
how to cope with day to day managerial issues lsoostfidence in building good human

relations, administering discipline to both educatand learners, how to deal with labour

issues and to bring about stability in schools.oAtdbutory factor is the transformation in
the institutions and generahprovement in management in schodiew to deal with

problems at school, how to deal with problems et how to deal with day-to-day

school situations after attending management dpusdot.

But this is possible only when there is proper piag and preparatiorof good

programmes organised for principals. ProgrammesldHme practical, and one should be
able to implement knowledge gained, share it wi#tif snembers and develop them. The

content _anddesign of training programmes that armaplementableand not highly

theoreticalfeatures strongly. Programmes with active involgatof school managers are

preferred.

Empowerment of school managers and general imprenewi schools can be possible
when there is_thorough trainingf school managers in the management development

programmes. Thorough training can help to buildd@rrelationshipsn institutions and

therefore bring about stabilityy the institutions. That can only happen whexining of

school managers is done by committed, capable apérienced experts the areas in

which school managers will be trained. Participgrgsceive_lack of facilitating skillsf
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presenters as a major obstacle that hinders thelapewent process of the school

managers.

Participants further perceive _monitoring and suppar school managers as vital for

implementing knowledge gained and for school marsage be efficient and effective in

their institutions.

School managers believe in strictly adheringhi® Departmental policie§hey are highly

dependent on the Departmental rules and regulatibtiee Department leaving little or no
room for flexibility and personal awareness. Thieré is a need for programmes that

clarify policy issues.

Sharing of experiences the training programmes and networkisganother factor that

emerges from participants’ responses. The partitspgerceive these as tools for
developing and empowering school managers. Difteiggas from various people help
one to learn different ways of handling managemissties, thus developing one’s

leadership skills.

Another factor that features strongly is a peragineed for_holistic development of school

managers Participants feel that there are areas that @eéhl management that have not
been covered by the training programmes they attbndhe fact that in the higher

institutions of learning they were not trained asg@pals but as educators features in the
participants’ interviews. The participants feel tin@ining programmes should in content

cover all management issues and all critical areas.

Another aspect that emerges is that all educatboald be trained and be prepared in

school management dature managerdy the management development programmes.

They also need to be equipped with managerialsskill

The need for training in the new curriculus) singled out as a problematic issue. As

school managers they are expected to manage thehdwomes Based Education
curriculum. Without thorough training they feel yheannot be expected to manage it well
and therefore that can affect its implementatiantheey are key people who are expected

to manage and monitor its implementation.
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Teamworkis perceived as the basis of success and integaatith other people and an
influx of new ideas is needed to run a school. datiires as part of management

development as it enhances performance and growth.

Training of the School Governing Bodiesanother aspect receives attention. Participants

feel development should be extended to school gover For _development and

transformatiorto take place all stakeholders need to be develapd be prepared for their
roles. Lack of knowledge in governance can contebto incorrect procedures being
followed and cause instability and conflicts in cols.

A significant feature emerging strongly in only ookthe five cases is the relationship

between personal life and leadershRay (page 103) distinguishes between management

and leadership. According to him leadership is edeand his work as a leader involves
his personal life: his wife helps and supports lsimce they are both firm believers in
leadership. Ray emerges as a strong case of arledusse life is centred on his

leadership. He shows the kind of awareness thatdisasissed as one of the criteria for

leadership development in Chapter Two.
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CHAPTER 5
DISCUSSION OF THE FINDINGS

5.1 INTRODUCTION

In this chapter | discuss the findings in relatimnmanagement theories and thinking
emanating from the literature chapter. Here | ptetr and comment on the data to help
make sense of participants’ thoughts, feelings gretceptions of management
development programmes. The dominant themes thargemh in Chapter Four from

situated and general descriptions form the badiseofliscussion in this chapter.

5.2 THE GENERAL DESCRIPTION EXPLORED

The following dominant themes emerged from theegaindescription presented:

» Empowerment and transformation in the institutions.

* Proper planning and preparation by committed ameea&nced facilitators.
» Content and design of the management developmegtgnmes.

* Monitoring and support.

* Networking, sharing of experiences and teamwork.

» Development of educators as future managers.

» Style of leadership.

* Need for training in the new curriculum.

* Training of the School Governing Bodies

5.3 HOW THE PROGRAMMES ARE PERCEIVED AND
EXPERIENCED AND THE PERCEIVED NEEDS

The essence of the participants’ experience andep@on is that their development or
empowerment is inadequate and they are powerledsatage this, although they perceive
their development as fundamental in the transfaonabf the institutions. School

managers seem to have a mixture of positive andtivegexperiences and perceptions of

the management development programmes.
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5.3.1 EMPOWERMENT AND TRANSFORMATION IN THE INSTITU TIONS

Data reveal that participants were only partiallypewered by management development
programmes, partly because there were so few proges, and partly because only one
or two were singled out as effective. Clearly emeonent lies at the heart of

management development, and grows naturally fromreased self-awareness, as
discussed earlier. Leithwood, Begley & Cousins @9948) stressed that development
was about more that knowledge and skills, and gnagrammes need to develop the
“dispositions needed to perform effectively theerof a school leader”. The participants’

lack of confidence and general unhappiness steam this weakness. The Task Team
Report's (Department of Education 1996b: 37) refeeeto the need for “continuous

improvement” is linked to the notion of empowermesihce it is the empowered person

who sees the need for self-improvement.

Capacity building and empowerment are thus perdeias fundamental to the
development of school management and for schoobhges to cope with the challenges
of transformation. The few positive responses iagicnew-found confidence, such as
“Now that the Department has come up with all thpsegrammes things are really
beginning to shape up in our institution and imgov Programmes which delivered

practical guidance, such as those on law and diisejpvere also found to be empowering.

Conversely, programmes that were regarded as I$hipkeoretical” were criticised. This
suggests that principals feel overwhelmed by theeshechnical’ demands of the task,
and that simply knowing how to do things can beiicant. This is probably where the
emphasis on knowing policy springs from. In lighittbe rapidly changing educational
landscape (as discussed in Chapter One) this ierstaghdable. It is also consistent with
the official view on principal empowerment, expe$sn the White Paper 2 (Department
of Education 1996a: 15):

The new Departments of education must ensure ffexttiee in-service programmes on
essential administrative processes like recordikgepbudgeting, financial control,
reporting, staff selection and the running of mmegtiare provided, and that they embody

the spirit of the new democratic education policy.
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It seems clear that the vision of empowerment dfost managers outlined in the
Education White Paper 2 and the Task Team Repdat isom being realised in the cases
investigated. However, the programmes have, tonddd extent, helped to address the
past imbalances of the apartheid era to creatabdesenvironment for effective learning
and teaching. The confidence of the participanthow to manage and cope with some

managerial issues has improved.

5.3.2 PROPER PLANNING AND PREPARATION BY COMMITTED AND
EXPERIENCED FACILITATORS

The general impression of the planning and deliargievelopment programmes derived
from the data is not encouraging. Participants fesmisonnel from tertiary institutions
could be requested to conduct workshops in thesasarof specialisation. One other
example would be the utilisation of the vibrant rgovernmental community (Department
of Education 1996b: 51). Furthermore some prograsnane perceived by participants to
lack proper planning, as sometimes there is na pommunication to schools resulting in
short notice about the training programmes andetbeg disorganising the planning and

programmes of the schools.

This results in poor attendance and a waste ofegiandicating a firdighting mentality

on the part of the organisers and a failure toex@hexpected gaols. This is probably what
led Ndhlovu (2000:60) to say, “... the impact of eafien reforms in South Africa has
been minimal despite the huge resources being pdinmpe the system”. This is also an
indication of failure to deliver, an inability tgpend money properly for the benefit of all
stakeholders and those interested and committdeetaplifting of the education standards

and improvement of our institutions.

Participants in the interviews criticise the wag thhanagement development programmes
are prepared and organised. Interviews reveal dbate programmes are not given the
amount of time they deserve. This indicates a ffailio strike the balance between the
magnitude of the programme, its significance arnfécéiveness. Some of the training

programmes, which may require a week’s trainingjidde presented in a day or half day

in the afternoon when most participants are exleaustfter a day’s work. In some
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programmes training material would be inadequaselti@g poor participation by school

managers.

Training in the new curriculum that is Outcomess®&h Education was cited as an
example. McNie, White & Wright's (1991:10) remar& pertinent here that “there’s
always a danger of overloading a course by tryimgdd too much.” More may be
accomplished in the management development progesntinmough a limited programme
well done. One of the respondents also suggestddcturses should be examined, and
certificates issued. This is probably an indicatminhow important qualifications are
perceived to have become.

5.3.3 CONTENT AND DESIGN OF THE MANAGEMENT DEVELOPM ENT
PROGRAMMES

Interviews reveal that content and design of th@agament development programmes
leave much to be desired. Some programmes argaéfty as “information sessions” in
which there is no practical involvement of the @épaints. One participant stated “they are
highly theoretical one can’'t apply most of the gsnthat are in it in our schools.”
Participants feel that development has not beefsticd hence they need to be developed
in all facets of school life as they were nevemied as principals. Research by Prinsloo
(1994:1) revealed that “the quality of the exposafeeducation leaders in schools to
certain selected management skills is a precomditoo the successful fulfilment of all
aims and objectives.” Management development progras should be designed with a

clear awareness of what the school administratavs ko deal with.

As discussed in Chapter Two, Thurlow (1993:128) leaspsed the fact that the content of
a course should be demand-driven rather than mewend hence the voice of the
participants should play a role in the design efphogrammes. Needs analyses can help to
emancipate managers from the fire fighting mentaliat seems to exist. Menu driven
programmes clearly reinforce a top-down approackl @erpetuate a dependency

syndrome.

Participants also prefer programmes where thegdstical involvement. The fact that

some programmes were information sessions creatffctuly in implementing
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knowledge and skills gained and did not seem te Hawought about any change in their
management in schools. Evaluation and reflectiorthenprogrammes is also preferred,
underscoring the need for reflective practice. deres that the programmes failed to
provide opportunities for participants to apply wkizey have learned, and reflect on the
outcome. The notion of reflective practice leadinggrowth in self-awareness was thus
largely absent.

Participants in the interviews stated that theydndevelopment in aspects pertaining to
disciplinary measures for learners, developmerftnancial management and budgeting,
staff development and be equipped technologicallyhay are living in a technologically

advanced and global world. In the design of manage¢mevelopment programmes that is
their content and mode of delivery, it is importamtconsider a set of topics which are
relevant and important, to be taught in a way thangaging, dynamic, and challenging.
That would require the involvement of the particifgain the design of such programmes
as practitioners.

Bridges (1993:40) emphasised that “consumer preéeeneed to be taken into account in
the designing of training programmes”. Similarlyrif@hs, Stout & Forsyth(1998:293)
argued that “. the responsibility for training school leaders dddae between the training
institution and participants”. Just as the voicetl¢ practitioners is imperative, the
multicultural nature and uniqueness of the ingtng need to be taken into consideration
with regard to the content and design of the prnognas. Leithwood, Begley & Cousins
(1992:176) argued that “adult learners enter ttenieag process with clear and well
established aims and objectives”. Training prograsshould recognise the importance of
interaction among participants and the fact thattddarners should have a say in both the

content of courses and the method in which theerdns being presented.

In terms of style of delivery, Murphy (1995:6) aeglthat “a learning community should

be built around training courses”, implying that atakeholders should be working

together in action research programmes as equedepsy and in sharing teaching tasks in
the presentation of training programmes. The gpgids’ experiences do not reflect this.
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5.3.4 MONITORING AND SUPPORT

Constant monitoring and support in the implemeatatf the training programmes is
fundamental. It is very problematic in as far as plarticipants are concerned. Participants
feel that management development is done withautttessary follow up, support and
monitoring during the implementation stage, andlwatson of the programmes at the
delivery stage. Participants are frustrated by ldek of support and monitoring and
complain about the invisibility of the EDOs in thachools. In line with monitoring and
support of schools the Education Minister in WHiaper 2 (Department of Education
1996a:31) said:

District education offices and their officials ...Wwprovide professional leadership and
support to school principals, teachers and govgrnbodies and monitor their
development, and identify local priorities for rasting. They will facilitate co-operation
among schools, co-ordinate the use of specialistop@el, advisory services, teachers’
resource centres, and community learning centresb peovide and administrative service

to district-level consultative bodies.

This is another example of where the policy docushare idealistic: they present an ideal
picture, which is not attainable yet. Participaietsl the need for support of this kind, and
it absence is disempowering. Failure to deliverultssin ineffectiveness of the

programmes as the participants grapple with thélpnes they encounter after attending

the programmes.

Again here there is lack of shared teamwork anigwief what monitoring and support of
the management development programmes should éotaihsure sustainability of the
programmesNdlovu (2000: 6) said in support of this view séidcal NGEO activists,

academics and consultants design developmenttivégathat pay lip service to social

justice issues of equity, access, participatiomenship, partnership and empowerment”
Ideas contained in policy documents are noble, gauticipants believe that lack of

implementation is a major obstacle in their develept, and they therefore become

visions without action which do not bring about cge.
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5.3.5 NETWORKING, SHARING OF EXPERIENCES AND TEAMWO RK

Networking is an informal system of communicatiatveen colleagues with a common
interest. It allows participants to share varioxgegiences in the training programmes and
often beyond that (Leithwood, Begley & Cousins 19829). Networking and sharing of
experiences was cited in the interviews as one mbma of management development.
Most participants regarded the training programagean opportunity provided to expand
and extend their communication networking in orderenhance their growth. They

expanded their networking to other provinces a$ wel

In networking participants stay in contact via p#lene or electronic mail, and their
interaction is often a blend of personal, profesaipsocial and work-related issues. The
social aspect helps to establish a climate of tanst support, which may play a vital role
in sustaining participants, motivation and committn® continue with the management

development programme.

Interviews reveal that participants value netwagkirbut very few opportunities of
interaction and sharing of experience have provakedery few management development
programmes have been organised for them. McNietaA&iWright's (1991:20) notion
that, “...during the process of action research, hteadhers meet at workshops to share
experiences, solutions and insights with each bthveuld be an ideal way to create
networks. An added benefit would be ownership @& phanned change by the people

involved, ensuring its credibility and acceptantsumgestions for change.

This suggests that practice-based enquiry, expgeieand reflective learning should be at
the heart of the learning experience, as discugsdéchapter Two. Literature seems to
suggest that action research may be the best mdtrod researcher to investigate
management development programmes. This will beudged later in Chapter Six.

The Task Team Report identified networking as arfiyi, as discussed earlier in Chapter
Two. According to the Report (Department of Edumatl996b: 51):
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Linking institutions, people, organisations anderest groups inside and outside South
Africa in a variety of practical ways, and improginommunication with one another, will
enable us to make effective use of the technicagntial and professional resources
available to education management developmentfiaddvays to collaborate in grappling

with common problems.

Networking and sharing of experiences by school agars is perceived by the
participants as key and instrumental in their dggelent. It enhances professional growth

and thus improves effectiveness, learning and tegdh schools.

5.3.6 DEVELOPMENT OF EDUCATORS AS FUTURE MANAGERS

The patrticipants cited development of only scho@nagers and school management
teams as a weakness of the programmes. They fedltreducators in schools need to be
prepared as future leaders to take up their rolenvthe time comes for them to lead. This
could help to bring about a sustained and groweigvark of colleagues, supporting each

other in their professional development and enmanigadership capacity in schools.

The notion of mentoring followers into leadershipspions is central to transformational
leadership (Hoy & Miskel 1996:393). Transformatibleadership optimistically sees it as
everyone’s responsibility take control of their odevelopment and that of others. Thus,
“Followers become leaders and leaders become chageets, and ultimately transform
the organisation”1bid.). Similarly, Botha (1987:1) in his research coned that “future

educational managers should receive manageriairigpand preparation” but he saw this
as part of the principal’'s role. This implies a thitgvel of teamwork and participative

management, as envisaged in the Task Team Repepa(nent of Education 1996b: 46):

Participative management and decentralised decisitaking require
educators at all levels to interact with many ddfg people and
organisations in making joint decisions and coofggain a range of tasks.
They need new interpersonal, facilitation, leadigrgtind conflict resolution
skills.

This holistic development of educators at all lsvekems fundamental for effective
management development. Bailey (1986:220) arguat “thchool improvement is the
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result of a collective effort by the whole of it®remunity.” Involving the school
management team and other staff in preparationrgnoges will in the end lead to the
professional development of all involved, and te Huilding of a team for change in the
school. This would encourage team learning whichg8gin Moloi, Grobler & Gravette
2002: 89) defined as:

the discipline that has to do with learning abdigrement. Alignment means
functioning as a whole or in a cohesive group cottemito a common

purpose. This alignment is achieved through susthidialogue that may
result in knowledge sharing and recognising intpethelencies among team
members.

The participants show an awareness of the needdbstic development of all team

members, raising questions about the effectiveoktse programmes. If all educators are
developed through the training programmes its impawld be the establishment of team
learning, shared values, and vision, mission amd strategies to achieve individual and
school goals. This that would enhance school peidoce and bring about organisational

growth, change and improvement.

5.3.7 STYLE OF LEADERSHIP

Findings suggest that participants seem to bemsctf the socio-political circumstances
of the past apartheid era and the bureaucraticlatds of a top-down approach. There are
many references to the importance of following tlepartmental set policy and rules
without deviation. In this respect, the educatioanagers seen caught in the thinking
associated with “the machine metaphor” where “gaison is given a clearly defined task
and the worker should be given standardised camditand appliances to accomplish the
task with certainty” (Hoy & Miskel 1996:9), as dissed in Chapter Two. Participants
appear to be trapped in the earliest thinking of tirescriptive era of scientific
management. They are highly dependent on the Dapattfor guidance and direction.
This reinforces the need for formation or self-aaveass features in development
programmes. One of the participants stated thdelieves in leadership which he thinks
is an inborn thing and encourages personal formatimd self awareness. He thinks as a

leader he should be allowed to develop his ownemore that works for him, allowing
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him to improve as a person and learn. He furthetemiaclear that he gets support from his
wife and thinks he has to develop as and grow @ad his family, school and community.

What appears to be lacking in other participantshiat Senge (1990:141) refers to as “the
concept of personal mastery ... personal growth aathing”. People with high levels of
personal mastery are those who are growing in dapacity to achieve those goals they
are truly seeking. Personal awareness and devetdpane important in any leadership
role. It allows one to be aware of his or her éxgstapacity. It allows participants to think
about their strengths and weaknesses and their tomant on issues of school
administration generally. As Daresh & Playko (122):.explained, “...personal awareness
involves thinking about new ideas, and about thegration of these ideas in both

professional and personal contexts.”

The apparent absence of a sense of ‘personal iylagteong participants is arguably the
biggest weakness of the programmes. ParticipantBeim capacity as school managers
should be committed to work in their respectiveagds so as to transform their schools
into learning organisations and not be recipientsl anessengers to implement
departmental policies. Strictly following the dejpaental policies would also inhibit

principals in developing their own policies. Oskb®in Bush (1995:37) helps to explain

this dilemma:

While not applicable in a pure form, the notion freaucracy provides
powerful insights into the managerial process atwbliogy of large parts of
the education service. The management of our ssh@ad been conditioned
by both the ideology and practice of hierarchy aaotrol to a point at

which, in some cases, it must attract the pejozaiym of managerialism, a
condition under which the artificial needs of masy organisations,
systems, bureaucracies or routines assume domimaecehe real needs of
children.

Clearly a bureaucratic mindset can only be inmigitilt further implies a way of thinking

about management as hierarchical and, in Bush@5(#8) words, ‘formal’:

Within formal models leadership is ascribed to pleeson at the apex of the
hierarchy. It is assumed that this individual 4b&stone of the organisation
and establishes the major official objectives... Téwder is expected to play

78



a key part in policy-making, and adoption of innbwas is assumed to
follow.

To the school managers the management developmeagragmmes seem to be
encouraging a dependency syndrome, perpetuatingdépendency on menu-driven
training programmes and top-down approaches; wheteaprogrammes should be seen
as important mechanisms for understanding and niragpnatpange as means to empower
through commitment and collaborative culture thaprioving performance.

5.3.8 NEED FOR TRAINING IN THE NEW CURRICULUM

Participants feel that school managers need intertsaining in the new curriculum, that is
Outcomes Based Education. They believe they sHmeildeveloped in the new curriculum
So as to be able to manage its implementation tefédg. They feel training for both

educators and school managers has not been ademuatéherefore there have been
difficulties and problems in its implementation, mitoring, supervision and support.

Planning for curriculum training should be a codiedttive process.

With regard to curriculum leadership for effectiearning and teaching Sergiovanni (in
Atweh, Kemmis & Weeks 1998:153) said:

Leadership is recognised as a key phenomenon irsidemng how

organisational priorities can be realised in dieaenge of settings, including
education and curriculum. Recent curriculum rededras indicated that
there is much to be gained by viewing a curriculleader as anyone
interested in improving the current situation, amahitoring, improving, and
implementing curriculum changes.

The principal’s role as instructional leader (Blasel Blase 2001) is emphasises here. In
recent times the need for principals to be instonel leaders has re-emerged as an
important dimension of their work. This is probally a result of wide-spread curriculum
reform. It is also interesting that teaching araréng are highlighted as target areas for
the new Whole School Evaluation Programme recefdlynched in South Africa.
Managing curriculum is one of the most fundameatglects as it is the core business of

the school, and should therefore be developed amdtoned.
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5.3.9 TRAINING OF THE SCHOOL GOVERNING BODIES

Participants feel development should be extend&ttmol Governing Bodies on issues of
governance. To them to bring the transformationndgeforward all stakeholders in
education need to be empowered and developed. ey to be taken on board on
development and new policies of the Department sdoabe able to empower their

constituencies. School managers feel they are@ageld and overburdened in their duties.

One participant stated that the Department promissguhcity building workshops for
SGBs but they never happened. They feel it needattention of the Department as it has
a significant role in the transformation of ourtingions and consolidating our democracy.
The White Paper 2: (Department of Education 193a:clearly expressed the need for
SGB training, and it is therefore perceived as iaripy. Within the context of systems
theory the interrelatedness of various stakeholdesshools is highlighted, hence the need
for capacity building of all of them to develop neaork and support of each other (Moloi,
Grobler & Gravett 2002: 89).

The failure of government to deliver on this visiam another example of policy

outstripping reality, though the task is of couaseenormous one. What emerges clearly is
that participants see the need for stakeholdersvadk towards common goals and

sustainable futures, thus all need to be empowanedconfident enough to handle issues
of governance in schools. It is when parents’ ndedgersonal development, capacity
building and skills are recognised that their sastd participation in schools becomes
possible. Their sense of agency and optimism shioelldeveloped to create change in our

institutions.

5.4 CONCLUSION

The picture that emerges is thus a mixed one.djaatits want more programmes, but are
not clear about the kind of programme they waneréhs a degree of satisfaction with
some of what has happened, but also much frustrdiimth with what has been done badly

and with what has not been done.

80



In conclusion, it seems that the notion of managendevelopment, while clearly

identified as a need in policy documents and thekTieeam Report, has been acted upon
in a seemingly haphazard, fire-fighting way. P@oaats are generally unhappy with most
aspects of the courses they have attended. ThattHat there have been courses is

encouraging, but the participants expect more thbagd planning to go into them.

What seems to be lacking, at a national level, sergse of vision. Bierema & Berdish (in
Moloi, Grobler & Gravett 2002:89) in defining a skd vision said “...a shared vision is
an all-encompassing world view which provides fodas an individual and the team
concerning what is to be learnt and what is to blied.” Lack of shared vision and
working together as a team, that is, in a collatdegaculture results in failure to achieve
set goals. Clearly a powerful vision would bindtmdpants and everyone involved in the
programmes (even the organisers) to mutual commigné¢hrough collaboration to
achieve planned goals. Shared vision is necessanyahsform schools into learning

organisations. It is an essential component fotigpation.

On the other hand, the picture of management aadetship that emerges is one of
mindset trapped in the bureaucratic and aparthesti pnd the respondents’ plea for clarity
on policies seems likely to reinforce this menyaliWhat seems to be lacking is the

potential for real change brought about by persenghgement and growth.
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CHAPTER 6

CONCLUSION
INTRODUCTION

In this chapter | discuss the significance of thalg, the strengths and weaknesses of the
research approach, and some recommendations angessiogs for management

development programmes as well as areas for furésearch.

6.1 SUMMARY OF FINDINGS

The fact that management development programmesseer as a powerful tool for
empowerment and transformation is significant. Tleces an important expectation on
the shoulders of those who design and run the progres. The fact that participants

identify so few programmes that led to empowernemtorrying.

The expressed need for holistic development is agmificant. It suggests that
participants see schools as systems, and are aivdéine importance of development all

members of the organisation. Programmes by and lzage not done this.

The need for proper planning by organisers befoeetriaining programmes are conducted
emerged strongly, as did the need for the managederelopment programmes to be
conducted by effective, committed and experiencadlifators with adequate training

materials at their disposal. This indicates the artgnce the participants attach to the

programmes, and suggest the opposite on the ptré afrganisers.
The need for programmes in which there is pracimablvement of the participants was
also emphasised. In this area key agents like N&@@ispartners in education like trade

unions should be utilised in the management dewedop programmes

Constant monitoring and support by departmentaiciafs is viewed as fundamental

especially at the implementation stage to enhanwdegsional growth. Sharing of
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experiences, networking and teamwork are identifigdhe participants as developmental
and should be encouraged among school managers.

There is a need for development of all educatoenttance their growth and performance
and prepare them as future leaders. The prograncarehelp principals to bring about
innovations and develop their own policies fromsiof the Department and thus alleviate

the dependency syndrome.

There is a need for training of school manager©BE to enable them to manage it

effectively.

Perhaps the most significant (though unexpressadjnfy is that the current haphazard
and unprofessional way in which programmes arepemetuates the debilitating mindset
that underlies the education system. Programmesldhme designed to free education
managers and provide for the kind of growth thad& to personal mastery and

transformational leadership.

Many of these points echo what Pather (2001:81)ndoin a recent study of inset

programmes as a training strategy for primary stpoocipals:

Training is necessary to ensure improvement, erdment and renewal. INSET
programmes provide principals with the means farob@ng proficient. Whilst training
should be continuous, it should be strategicallgnpkd. There is also the need for
uniformity and standardised procedures, which itatés the effective implementation of
policies and practices. The cyclic mode is effextior the implementation of INSET

programmes.

6.2 SIGNIFICANCE OF THE STUDY

The value of this study lies in the fact that ¥eg an understanding of hgearticipants
perceive and experience management developmentapnatges and what their perceived

needs are. Their voices have been largely abseas@arch on training programmes.

83



The findings could play a role in informing futwievelopment programmes at every level,
from design to delivery and follow-up:

At the design level, needs analyses need to beucted The needs of these participants
emerged clearly: financial management, OBE, SGH, thie leadership development of
educators. In this way programmes could become désdeven, and flexibly respond to

changing needs.

At the delivery level, programmes should be faaiétl by experts. If this area is as
important as the documents suggest, funds needetdobnd to remunerate expert
presenters, who follow current theory and practicelels with regards to adult learning.
These relate to notions of experiential learniraflective practice, personal growth and

practice-based enquiry (or action research).

At the post-deliver level, the Department needdalce seriously its responsibility of
providing support for learning principals. Simpleldering a course is clearly not

sufficient: there is a need for on-going suppod olow-up.

6.3 SUGGESTIONS FOR FURTHER RESEARCH

Officially organised management development in atloa is a fairly new phenomenon in
South Africa. As such, further investigations ietasting programmes, or needs for future

programmes, would be essential.

A phenomenological study is an in-depth analysis irafividuals’ perceptions and
experiences. A study in which more data sourceg len drawn on (like responses of

other SMT members and educators) would presecharpicture.

As only four high school principals from the sameaaparticipated in the study, it would
be interesting to broaden the scope to other amsawell and perhaps use a different
approach. As the sample size is small the findargsobviously not generalisable. Studies
in other areas, or provinces, may reveal a diffeqgioture and provide a frame of

reference.
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Only male principals participated in the study, ahe gender issue does not arise.

Research on how women experience programmes maglreneresting new insights.

The study lacks input of education officials wha rand organised the management
development programmes. More investigation on hbey tperceive the programmes

would be of benefit to the Education Departmenvas.

An action research study could be very valuablehos:i phenomenon as the researcher
would work with the participants and follow themtt® work place to see how they apply

what they have learned.

An entire study could be devoted to a needs arsabsiong principals. This would be
useful to organisers who may then design progranthasare meaningful and relevant to
the school situation.

6.4 ADVANTAGES OF THE RESEARCH APPROACH USED

The research approach used in the study suitedtirgion and purpose of the study | was
able to understand the world of the participantsictv is the world of human experience.
Stones in Kruger (1988:143) explained it as:

A world which one engages in on-going dialogue eptiag as relevant and
real whatever is dialectically disclosed — is orieopenness to whatever
emerges as significant for the adequate understgradia phenomenon.

Through this approach | was able to “observe, cetmpnd and render explicit what was
initially perceived by participants” (Stones in Kger 1988:143). As a researcher | have

tried to faithfully describe the phenomenon undeds.

6.5 CRITIQUE OF THE STUDY

The study was an attempt to explore school managerseptions and experiences of
management development programmes and what tiveriped needs are. It concentrated
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on only four high school principals as participamtsthe study. The following are the
strengths and the weaknesses of this research.

Findings are based on in-depth, intensive, subjedtiteraction with a small number of
participants. Because of the small sample of thieggaants used in this study, the findings
are in no way generalisable. The strength of thpgageh lies in the fact that

it is only by means of in-depth, intensive, subjexinteraction with a small
number of participants that a researcher is ablgaio access to mental,
emotional and psychic operations that are geneg#dlysed over and taken as
read (Van der Mescht 1996:188).

The strong presence of the researcher may in soay have effect on the research
process. To address that and my involvement wighptiienomenon under investigation |
have tried to “bracket myself to remain true to taets as they are happening” (Giorgi
1985:43). | attempted to put theory and knowleddeve about the phenomenon aside,

though to what extent | have been successful ithioreader to judge.

As a validity measure | have included the NMUs fioe reader to verify whether the

findings come from the data collected for this gtuthis too is for the reader to judge. For
rigour participants were asked to verify the traipgs to ascertain whether they were
accurate reflections of the interviews or not. Reriore, interview questions were piloted
with one high school principal to verify whetheregtions were constructed to represent

the goals of the research.

6.6 CRITIQUE OF PHENOMENOLOGY

Phenomenology has been accused of ignoring theextootf participants’ lived worlds

(Ratner online). Ratner’s (online: 4-5) argumerdsdollows:

Phenomenology is an important corrective to medmnibut it is
insufficient. It stops at the individual level aigghores the social character of
individual psychology. Some phenomenologists suslSehutz, Berger &
Luckmanns, Merleau-Ponty, and Husserl in his wggiron the Lebenswelt
do acknowledge that individuals are bounded byaspbistorical relations.
However, these relations are never concretizedtladuthors never bring a
systematic analysis of society to bear on indivigilrenomenology.
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In the case of this study, this criticism would gest that | have studied the principals out
of their working and social contexts. In light bktview of phenomenology adopted in this
study it is possible to argue that | have indeedponesented the cases against “a systematic
analysis of society”. In this study | have use@mdmenology as an in-depth analysis of
individuals’ perceptions which seeks to understaod the phenomenon under study is

perceived and experienced. According to Giorgi G199):

Everything that is spoken about, is spoken abotgrims of how objects or events appear
to the consciousness of the beholder, which iditbeal definition of ‘phenomenon’ for
phenomenology. It is a philosophy that is basedhow objects present themselves to
consciousness (so ‘how’ and ‘what’ are both fullpnsidered) and it proceeds

descriptively.

However, | would argue that | have contextualidesl ¢ases studied by focusing broadly
on educational and political developments beforé after democracy. Indeed, it is only
by acknowledging the principals’ historical contéit one can understand their present

lived experience.

Furthermore, unlike critical theory phenomenology ot emancipatory in nature as it does
not overtly seek to change the status quo or th@@ment. Jack Culbertson in Hoy &

Miskel (1996:19) in summarizing the perspectivemtical theory has this to say:

It seeks fundamental and major change through tdirdes with and impact
on practice. It seeks to do this through penetgatitiques of the status quo
and through the foreshadowing of new and compelinan possibilities
for development.

Clearly phenomenology does not seek to change lmaganizational structures with a
mission of human emancipation but rather seeksnierstand so as to describe the
experience of the phenomenon under study. All rekekeads to change, whether it is

overtly claimed or not.
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APPENDIX 1 — Natural Meaning Units

Lindi
Natural Meaning Units Explication
1. The Department has realized |dfe knows the DOE is aware of problems in
identified the weakness amongst owchools.
schools.
2. Our schools are not properly governeschools are not governed according| to
are not properly led according to theducation policy.
policies of the Department that are in line
with the SA Schools Act.
3. Poor management of our institutions h&ecause of poor management learners
led to an exodus of learners from oueave township schools.
township schools to White schools.
4. Our schools have gone down |ifthere are problems in management levels,
standards because of poor managementutriculum and daily programmes.
all levels of management, in curriculum
and day-to-day programmes.
5. Our schools have not been properlye sees DOE supervision as lacking
supervised by the department.
6. Schools have not been properlfe believes principals have not been
supervised by principals as they were ptrained to manage schools.
trained resulting in poor results anhd
administration.
7. Results in our schools have been pdde sees teaching as problematic.
because of lack of teaching.
8. Lack of administration in our schogl§chools are unable to administer
how to administer day-to-day activitieshemselves on a day-to-day basis.
resulted in the Department coming up with
management development programmes.
9. Department has come up with all thos¢e sees improvement in schools with the
training programmes things are reallytroduction of management development
beginning to shape up in our institutiongrogrammes by DoE.
and improve.
10. Things are beginning to shape up inode sees management development
institutions especially for people who arprogrammes as useful.
positive and really want to move improye
and develop their institutions they‘re very
useful.
11. There has been improvement in termi$iere’s change in their way of doing things
of improving in our way of doing things atn their institutions.
school.
12. There has been an improvement| 8cthool managers are working according to
terms of doing in our way of doing thingslepartmental policies.
and also coming closer to the policies|of
the department.
13. We have been guided by theges a school were empowered to deal with
workshops on how to deal with thosdaily problems of the learners and issues

things like school fees and day-to-d

aike school fees.
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problems of learners.

14. One has to follow those channglss a school they are able to follow policies

enshrined in the policy document that treff the DoE.

Department keeps on helping us in terms of

understanding.

15. The Department is helping us in termi&he programmes helped him to understand

of understanding and also analyzingnd analyse DoE policy.

departmental policies.

16. Programmes helped us to come up witlhhe programmes helped him to develop|his

our own policies in line with those of thewn policies.

department.

17. The programmes were able to sustauistainability was also achieved.

us in our school programmes.

18. With the programmes we were ablg tde sees himself as more capacitated.

improve and develop from one level |to

another.

19. As a school we are able to sit down afRdogrammes helped him to do analysis of

look at our weaknesses and strengths. | their strength and weaknesses.

20. We work on those weaknesses basedWeaknesses were dealt with.

that information we came up with.

21. Through these workshops and thedepartmental workshops and documents

documents that we are actually helped| yere helpful.

the department.

22. There are very few areas that | woulthey covered most areas in management.

say | don't know in as far as management

is concerned.

23. Because I've been taken through|&lle feels most important areas |of

those areas in the workshops | attended,| management were covered by the
workshops.

24. The Department is there withHe relies on the Department fpr

documents to analyse and implement fromanagement documents.

time to time.

25. One of the best programmes | attendelé sees the education law and policy

was on Education law and policy; thdocuments as key in management.

document was actually dealing with all

aspects within our institutions.

26. From management, from curriculupit covers management issues, curriculum

from labour issues all those things are and labour issues.

that document.

27. That tells me exactly how to deal wijtht gives direction to management.

issues of management.

28. The workshop on education law griddmotivated him to work.

policy gave me a lot of inspiration.

29. Now I'm empowered by theHe feels he gained more knowledge about

programmes. management issues

30. | attended another workshop for a weéle attended more workshops about school

based on leadership and management. | management.

31. All aspects of education becauseg Iit covered management issues and other

deals with all aspects inside and outside
classroom.

taspects like governance.
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32. As principals we were taken througHe feels management and labour issues are
management and labour issues. most important.

33. | feel very much empowered even us &ke whole management has been
management. capacitated.

34. On daily basis we are able to consdlhe document is available for consultatign.
the education law and policy document.

35. We are able to come up with our owde feels they are able to develop their
position as to deal with the issue in whigholicy in line with that of the department.

is of course in line with the departmental

policy and not in contrast.

36. The course on leadership, schoklke feels the course improved their
management and administration it helpedanagement.

us.

37. The management developmehte feels daily tasks of administration were
programme starts from the time that yodealt with.

enter the gates of the school.

38. A school manager should know what tde feels he knows his duty as a principal

do as a principal and as management.

and management.

39. Then it comes to timetable it cové
every aspect that is here at the school.

n(igaily chores of the school are dealt with.

40. You are able to deal with the quest
of timetable and subject al location.

dBubject allocation has been covered.

41. If there’s order and stability in th
institution obviously everything is going
go smooth.

(@ school.

1é¢He feels order and stability are essential in

42. Then at the end of the day you are siHle feels order and stability contribute |to

to get good results. good results.

43. If you plan in advance, involve as martje believes in participatory democracy.

people as possible so that everything can be

owned by everybody.

44. Whatever thing one does as a teachelLesrners are affected by teacher and

management whether it's right or wropnghanagement behavior.

affects the learner.

45. If it's correct it will have positivé Good management produces good results.

results to learners.

46. We are one staff that is able to sit dgwirhey always review their programmes and

and review our programmes. make changes where necessary.

47. When we come from these workshof$iey empower other staff members wiith

we organize report back sessions. the information they get from the
workshops.

48. We discuss in open forums and there s

free participation by everybody then |iThere’s active participation in decision

becomes our own thing. making.

49. This school has a history of being
newly developed as an established scho

a
oHe feels the school is new but far in ter
of establishment and recognition.

ms

50. Now we have been attending the
workshops we are able to attend th

o§®¥orkshops capacitated them to so
epeoblems themselves.

lve

workshops, sit down and craft our way

of
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dealing with problems.

51. We are coming up with our own way
administering our institution and the
coming up with our rules and regulations

dProgrammes empowered them to deal v
radministrative duties and develop th
. rules and regulations.

vith
eir

52. We have our results improving and ¢

prerformance has been enhanced.

institution renovated and our rules and

regulations set and for us to use themj
administer our institution.

to

53. During tuition time you will see there
tranquillity.

'sThere’s order and stability, and proba
engagement of learners and educators.

54. One has to be developed at all facet
school life.

ské believes in holistic development
school managers.

55. One important aspect | d like one to
developed in is staff development.

staff development.

t#rhool principals should be developed| i

56. We are living in a global world whe
one has to be equipped technologically

rérincipals should be equipped w
technological skills.

57. | propose that they be in a form
lectures where well write mini exams
check as to how best we have gras
information.

dfle believes the structure of the worksh
tahould be lectures and test be written.
ped

DPS

58. We should be given certificates tt
will serve as proof that we attended th
courses that will that were meant
develop us.

n&te believes certificates should be awar
pgdter attending the course.
to

ded

59. We were never trained as princip,
you get training as you go along.

alkhey were never prepared to be princig
in terms of training.

als

60. The Department and other tertig
institutions perhaps Rhodes and UPE

many others those are closer to our fa
because they are the people who

researching all these things. They are
people can play a big role in terms
assisting in developing those professio
development courses together with
Department as well.

akvailable help like tertiary institution
agdould be utilized to develop schg
Ilksanagers.

are

the

of

nal

the

[92)

ol

61. Management development programr
have a big role to play. | can see a
change in our institution because
attending those workshops. Follow-u
should be done to check implementatior
the programmes.

nele believes the programmes can help
bling effective change in schools. He fe
ohonitoring and support are important f{
pthe programmes to be successful.
of

to
els
or

62. In the workshops we attend

principals we always discuss our proble
how best we have dealt with them. Y
gain experience from other principa
through information sharing.

dde Dbelieves networking and informati
nsharing helps in his development.

ou

ls

63. | always attribute our success to
team spirit that team | work with.

tAeeamwork is the basis of his success.

64. I'm always open to take the punches

5 @onstructive criticism is the cornerstone

terms of critics from staff as well becay

S&CCESS.

of
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without them I’'m nothing.

Litha

Natural meaning units Explication

1. Programmes were aimed at assisti®ghool managers were not capacitated to
school managers to do their jopkandle management issues properly
adequately.

2. One of the big problems we have now Mew legislation in education is problematic.
that there are a lot of laws which have been

put in place.

3. And we have various regulations whichrom new legislation new rules and
sort of flow from the laws. regulations are formulated.

4. 1t is very very vital that an educator thato handle daily issues at school one has to
the principal in particular is conversgninderstand education law.

with those because we deal with all sorts of

ISsues.

5. The workshop on administeringraining on administering discipline was
discipline took you through the variousery informative.

stages as well of actually administering

discipline and handle disciplinary issueg at

school not only for educators but also for

learners.

6. The one on resource management buHg  enjoyed training on resource
was good | mean learning about theseanagement and may have been
Issues. empowered by it.

7. One of the big drawbacks that wer@ome of the workshops are not well
noticed is that you will be taken to |#@lanned.

workshop that is supposed to take a week

and you will deal with the issues over three

days.

8. Another workshop was on policyn the workshops the role of SGB apd
matters, on laws and regulations and on|thehool management and policy matters were
relationship between school managemeriearly outlined.

and school governance the role of SGBs

versus the role of school managers.

9. Let me cite a particular practical issuéle feels capacitated on the procedure to be
you have a vacancy you need to emplgyf@lowed when filling in a vacancy.

teacher procedure is laid down.

10. You do that in a certain way thathe procedure is clearly laid down.
procedure is laid out in the law.

11. So if you have gone through training

and you do have the actual trial on the laiiv one undergoes proper training one| is

and policy you shouldn’t go wrong easily

liable to make few mistakes.
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12. There’'s a learner who is foun®ne has to know how to deal with cases of

stealing, a teacher is constantly absent framsconduct.

school, how do you deal with that person,

the various stages you go through.

13. It gives you a very practical way |o¥ith training he was able to deal with

dealing with problems issues that amgractical problems.

pertinent to situations at school.

14. So it's not high flung sot of thing. It's nonly theory that they had to deal
with.

15. It's something that you apply and wark helped him to deal with policy, law and

on. It's like somebody who is very useful
you it’s like your third hand.

toegulations regarding school managemen

t.

16. And the education law and poli
document gets updated every year.

policy.

cy¥hey get new developments about education

17. | can’t imagine anyone in a schg
situation these days working successft
without having that kind of aid.

dlle feels the education law and poli
Illocument is a necessity for all schg
managers.

9%
Dol

18. The programme on law and policy I’
mentioned for me was the best progran
| attended.

vele feels he got good training on law &
melicy workshop

nd

19. | was able to use the knowledge gai
in various sticky situations

nee was empowered him in problem solvi
at school

20. You need to maintain cordi
relationship with the staff withou
compromising standards

aHuman relations improved
t

21. A programme like that will help yq
synchronize the activities of the school g
in terms of what laws you lay down a
what is there in terms of the department.

uFrom the policy of the DoE they were al
irtd develop their own policy as a school.
nd

Dle

22. The knowledge gained in ti
workshops sort of gives confidence to d
with issues.

néle feels training enabled him to hang
ealanagement issues confidently.

lle

23. Workshop in King Williamstown lag
year where they were unpacking the wh
situation regarding the FET phases wa
waste of time.

stAttended a workshop on the introduction
o@BE in FET.
S a

of

24. That could have been dealt with
terms of a circular or a letter to schools y
know some sort of a written report.

iHe feels a workshop on it was n

qecessary.

ot

25. The information on the FET situati
from this year and next year it w
important for you to know because

going to assist our planning for the future

It was an information session.
AS
ts

26. One is that you know how to deal w
employees who are organized in a union

thle feels empowered to handle labour iss

es.

27. You sort of are aware of what
happening. You are aware of the nature

» of

isle feels he is abreast with labour matters.
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the relationship that you should have w
organized employees with unions

ith

28.You know what your role is as
manager in a particular situation you wg
in.

4 enabled him to follow the corre
rRrocedure.

29. Once there is that gene
understanding that you know your role 3
unions know their role, then there’s peac

radeing empowered with labour matters
nalas able to build good human relations.
e

30. You know how to deal with one anotl
in a cordial and yet engage in an effect
manner.

die feels capacitated in building go
ifeiman relations and proper channels
communication.

31. | think is very useful because labg
peace is very important in any given labg
situation.

yiHlarmonious relationships re important
Dwvork.

32. There’s going to be peace, there’s gq
to be mutual understanding and resp
between the manager and the employee

ihte regards peace, mutual understanding
getspect as fundamental in a work situatio

5

33. The second one | want to mention is
relationship with the other parties in t
situation, particularly with the parents.

34. You know that parents are not t
employers. You know that the governi
council has no say in management issue

thte feels relations with parents 3
hamportant.

hde feels as a school manager he has
ngnow the role of the parents a
smanagement.

35. All they have to do is to set dov
policies and then that their role still en
there.

vn
dde understands the role of parents as
formulation of school policy.

36. You understand now in a much cleg
way the distinctions that is there betwe
the management of the school and
governance of the school.

réfter attending workshops he knows t
gnle of the SGB and the role of schg
theanagement.

37. We were promised that a ng¢
programme of training will be embarked
and that never happened.

B GBs were never trained.
on

38. You look at laws relating to learners
one workshop, look at the laws relating
functions of the SGB, look at laws relati
to management of schools. Issues like th
you can actually do it yourself .You dor
really need to hire a company to do that.

iHe feels the DOE should have its o
toersonnel to train school managers to s
ngoney.
ose

't

at

and

n.

\re

the

ol

win
ave

39. The training we received clearly spe
out how the code of conduct should

drawn up. And so it was a good guidance.

2|lde thinks they got good training in drawi
hep the code of conduct for learners.

)}

40. We generally have a harmonig
relationship as the three elements.

uBraining helped to improve relations
school.

at

41. We have a long tradition of people whide thinks training helped to

take their own work seriously and what
has done is to simply reinforce what we
had.

inculca
determination at work.
ve

te
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42. You deal with things more confiden
you know what the law says about
Issues you are dealing with.

J

IHe feels training enabled him to run t
hechool confidently.

43. The workshop on education law g
policy has in a way reinforced discipline.

ntraining enabled him to administ

discipline confidently.

44. If you've got this kind of training yo
are then able to make...to actually
things in an open and transparent manne

uHe feels training enabled him to be
divansparent and open manager.
.

45. But if the manager is aware of {
nature of that relationship and is in fa

he
¢trom training he emerged confident enol

prepared to stick to it and enforce th® apply departmental policy.

contract then all generally goes well.

Igh

46. I've never been trained in any issl
around financial management.

iéte has not been trained in finang
management — this is problematic.

ial

47. So you have to know how it
managed, you've got to know someth
about it, it really is necessary that
principals should be trained.

i$rincipals have to know how to hang
reghool finances.
all

lle

48. Problems can be lessened if pec
were trained properly.

pPeoblems in schools are caused by lack
training of school principals.

59. The other thing is when you d
employed as principals as principal you
not really expected to know everything.

elrincipals need training in managem
nssues.

50. The Department has a responsibility
actually train you particularly in areg
where you fall short.

fthe DoE has
Agnanagement.

a duty to devel

51. | prefer a programme where you take
active part.

&fe thinks programmes where they
actively involved are the best.

are

52. My preference is that those should
done during the holidays in the year.

bée thinks training can be done duri
holidays.

53. Holiday times could be used as long
of course there’s a timeous notice giy
because

ae feels that principals need to be inform
an time when there’ll be training especia
during holidays

ed
ly

54. You need to plan for that, you need
have a meeting so as to get that per
ready to handle all sorts of issues that
going to come.

tde feels proper preparation and planning
soecessary for workshops.
are

) is

55. My impression is within th
Department especially within the log
office there are not very capable people
handling management issues.

eThere’s lack of knowledgeable manpower
drrain principals in management pertaining
pfanagement.

to
to

56. And at the same time you hear
department-hiring consultants at
exorbitant fees to do workshops and y
discover that its money that could h3g

tidoney is wasted in areas which are ng
heriority.

ou

ve
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been used special elsewhere.

57. Maybe what you need to have is a p
of people who train teachers.

obtained experts are needed in education.

58. A lot of training has to be done in tk
country especially in this province.

nigraining is problematic.

59. A patrticular case in point is the whc
question of OBE .We re starting FE
people in grade 10 who are taking learn
from grade 9 didn’t receive proper trainin

g.

rIEducators still need training in OBE.
T;
ers

60. As | say we don't really have enou
people who are trainers of people, teack
and principals on various issues.

ghhere’s a shortage of trainers for educal

n@nsd principals.

61. You are a teacher, you are in
particular situation, you need an influx
new ideas and you get that through train
through workshops through interacti
with other people.

lde feels enable one to cope with wg
afituations.
ing
ng

62. You need that from time to time .So i
very very (emphasis) necessary to sh
experiences.

t’Ble believes sharing ideas is necessary

aree’s growth.

ors

Drk

for

63. People should be trained in a relaxéte feels the programmes should be giyven
atmosphere and be given good qualignough time to enable learn withqut
training. interruptions or being pressed for time.

64. | found the training programmes veriie feels the programmes are important.
very useful — they are very necessary.

65. You know it's like a car — a car has géle needs principals need continuous and
to go for service from time to time. It needsonstant maintenance in the form |of

to be tuned up.

training.
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Ray

Natural meaning units

Explication

1. They were aimed at capacitating me g
person as an individual just as a teacher.

SThe programme empowered him as

educator and an individual.

2. You could use the skills in managem
as well more leadership than managen
really.

chte was equipped with management &
daadership skills.

3. Just development the purpose was jus
provide the candidates with skills to han
situations in schools and to lead staff.

stitafocused on his general improvement
dleadership.

4. The purpose was just to provide f{
candidates with skills to handle situationg
schools

HeEhey were equipped with leadership sk

end how to deal with day to day schc
situations.

5. And to lead staff.

To provide leadership

6 If you had a difficult parent coming inf
your office how would you handle tho
situations?

Helped him on how to deal with problern
sat school.

7 So they take you through those sorts
programmes or scenarios and then
discuss it.

Bfogrammes varied.
we

8 You look at various issues how | as
individual with my leadership style ...

dndividuals have different leadership styld

9. May be different from another person
to how they handle the same situation.

dey shared ideas on how to lead a schg

10. Very useful because simply meet
other people from other schools 4
increasing network is very important.

npifferent ideas from various people help
nithem.

an

and

n

S
Dol

eS

ol.

ed

11. So we share our thoughts we share i
and | try and go outside of our provin
because they may handle things differer
in other provinces.

idsetworking helps one to develop.
ce

ntly

12. So we share a lot of things just ab
education and leadership.

odie believes in sharing experiences.

13. | firmly believe you can’t replac
experience | firmly believe that experien
empowers you.

eHe believes experience helps to deve
cene leadership skills.

lop
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14. Here s all the material that we did do &
| go through them sometimes just to refres

e refers to materials he got from t
sHraining.

15. Steven Covey leadership, seven habit
highly effective people. That was the b
that | attended.

The Steven Covey workshop helped in
sdefvelopment and personal growth.
oSt

16. With leadership you've got to gro
you've got to experience new things, youy
got to do things differently and the Stev
Covey workshop | went to, | found as t
most worthwhile.

Wn the programme he learnt new things &
"eifferent ways of doing things.

en

he

17. It equipped me how to become effect
as a principal as a person, as a husban
was an unbelievable experience. You

given skills which | think are very good f¢
life, which you can use in building yol
school and even your family, or in ti
personal community.

Ilée gained a lot of experience both
dodtson and as a school administrator.
are

DY

ar

ne

his

and

as

18. You are just given skills which [ thin
are very good for life, which you can use
building your school and even your fam
or in the personal community.

KHe gained managerial skills and perso
idevelopment to help the community.

ly

nas

19. In every programme there will
something that one can use and the is:
outside the programme like meeting peop

péle learnt something from each programn
sues
e.

20. Some of the programmes that are offe
here in Grahamstown are not great.

relé thinks some of the programmes are
helping him much.

not

21. But it's great for me to meet n
colleague’s .So | find those valuable.
share information and you'll realize th
they are as frustrated as you.

Weeting people in the programme enah
\Vleim to share his problems as well.
at

es

22. These OBE programmes that have b
coming through have not been great.

e®BE workshops have been problematic.

23. They haven’'t been planned prope
You understand a situation before
actually implement something. | just found
very useful in a school situation.

rlf-here was lack of proper planning.
ou
it

24, Steven Covey workshop, Seven habit
highly effective people. It certainly helpg
me to run the school.

sléé gained managerial skills.
2d

25. It certainly helped me to understand thiat helped him to build good humg

you've got to win the confidence of t

1@elations.

people.

N
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26. You've got to hear the views of tl
people you are working within in whatev
you plan to do as a principal.

néle believes in participatory democracy.
er

27. In the workshop | also learnt that you
got to think before you say anything to
person,

vié developed his logical thinking skills.
a

28. And also you've got to make time f
yourself and that so often people in our g
of jobs you don’t make time for yourself.

drle also learnt life skills like the need f
ahe to have leisure time.

29. As a school manager you are so invol

vedsufficient rest is problematic.

in teaching, in leading the school, |in
managing the school that you end up with
burnout.

30. In the Steven Covey's leadership

workshop | personally became developed

He got developed as a person.

31. The skills gained helped me to lead
school no doubt.

thée was able to lead the school becaus
skills gained.

D

of

-

32. Educators came back from the works
very very positive about life and their job.

h&oucators got personal life skills a
growth and developed as educators.

33. If you are positive about life it's going
have a direct impact on your job, on wk
you're doing .So | m sure it would have
big impact.

tae feels personal life affects one’s job.
nat
a

34. I've deliberately tried to empower ma
people in the school organization, I’
deliberately tried to pass responsibilities
to others for people.

rele thinks his development as a sch

on

ool

venanager has helped to develop the school.

35. Take on responsible positions rather t
me in all, try share, share the load &
empower people in that way. | can see t
experience prompted.

han
it believes delegating one to perform
hadrtain task empowers one.

a

36. With experience you realize what wo
and what does not work, so that's what
helped.

ks
h&gith experience he’s able to deal w
work situations.

th

37. 1 did my first teaching lessons at théou gain experience by and knowledge

school where the principal empowered
staff enormously as a young teacher it re
gave me a lot of confidence.

hikrough working.
ally

38. He allowed his staff to do things wherg
in many other schools as a teacher
weren’t empowered in management you |j
had to teach. You werent give
responsibilities in  management or
leadership. So he was a great role mode
mine when | was there.

2dde fact that his principal delegated him
yau young teacher helped him to gq
uskperience about management.

N

in

| of

ad
Qin
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39. The experience gained through work
enhanced me and gave a lot of confiden

rde was able to perform tasks on his o
cand he developed skills.

wn

40. | could recommend the Steven Cov
the seven habits of highly effective leade]

eMe highly recommends leadership sk
relevelopment.

S

41. Lets take the finances, you sho
know that this is how you must run yo
finances the procedure, and those
necessary programmes.

ukinancial management training is necess
uior school managers.
are

ary

42. But | don't think they are going 1
improve you as a person. All you do y
just follow the procedure.

dProgrammes bring set procedures
poschool managers.

for

43. To become a better person you mus
able to develop your own procedure, wh
works.

t Bee training programmes should help th
dbuild their own procedure.

44. | do feel that principals must go

some form of leadership training ev
management training because to build
the network or build up people whom y
can talk to and associate with. | think tha
crucial.

pifraining  programmes  should he
eprincipals to build networks with peop
tipey can refer to.

ol

it's

Ip
le

45. They can be during school day but tl
must not be over a long period of time.

ndfanagement development programmes
be arranged during school holidays.

can

46. Professional people must run the
They must be run by organizations that
those sorts of things.

rRacilitators in the workshops must
axperts even if its not people from t
education department.

be
he

47. Training trainers to train, it doesr
work like that you've got to have ...becal
that training is not sufficient.

1'Cascading training programmes can
IgEoblematic.

be

49. You got to go out there and fir
professional organizations that do this a
business. Then we have workshops, t
we have seminars and | think.

hba organized.

ntHe thinks specially trained people fi
svarious management programmes shg

uld

50. | think it must be a combination of &
those sorts of approaches.

alDifferent tactics of training should be used.
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51. It really depends on the presenter,
nature of the topic and the nature of
programme.

tRacilitators should use their facilitatir
trekills that are suitable for eac
programme.

19

52. | will prefer outside organizations and 1
educators to be trainers in the train
programmmes.

n@ducators should be exempted as trair
ng the programmes.

ners

53. These are skills that should apply t
should be so general that they can apply
any organization.

hele feels that skills to be developed
gkills that can be implemented in
organizations.

are
all

54. Because | came out of that healing a
better person not just a far better principal
| feel that was very good.

fafter attending management developm
apdogrammes  his management sk
improved.

ent
ills

55. Rather fewer but really very good on
good programmes but few, one a term or €
one every six months even one a year.

ekle prefers best but few programmes
venncipals.

for

56. We have an association of sch
principals for boy’s schools in the count
and we meet once a year.

pAlkssociations can also be formed
rgchool managers.

for

57. Now all we do there we just discuss iss
that come up in our day to day lives arol
education.

udssociation he joined also helped
irtkvelop his managerial skills.

58. A good programme is the one that is
too long, one that when you come out in t
first week when you get back to school is

ndt good programme enables you
hemplement what you have learnt from t
frogramme.

start implementing things that you've learnt

during that week and you start sharing it w
your staff.

ith

to
he

59. So a good programme is something
can use and share and develop.

ydugood programme enables one to sh
the experience or knowledge gained.

are

60. A good management
programme is one that’s lifting.

developm

eAL good programme enables one to grov

=
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61. It's very much a team thing. | belie

as a principal you need support, who yqerformance.

get the support from really depends.

vele believes teamwork enhances o

nes

62. | would like to see weekendraining programmes

programmes for principals, from Frid

ayvould be a good idea.

afternoons, and end up on Sunday. But they

must be run by professional people.

over

weeken

ds
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Sam

Natural meaning units

Explication

1. The purpose of the managem
development programme | attended Vv
mainly to try and empower principals
managers of schools.

chle feels that the aim of the workshops v
v&s equip principals with managerial skills.
as

vas

2. Some of the training programmes
found to be useful although others
highly theoretical.

He feels some of them contain a lot
atbeory than practice.

of

3. It's impossible to apply what you'y
learnt from some of the trainin
programmes attended.

eHe feels some of the programmes
gdifficult to implement.

are

4. The one that involved the schg
management teams that gave us
opportunity to see how disciplina
measures could be implemented.

dfie thinks the programme on discipling
areasures helped him on how to deal W
rydisciplinary problems at school.

Iry
vith

5. One has to know the procedure and n
be the exact procedure and must be
exact procedures for particular miscond
and other related disciplinary problems.

e feels it helped to know the steps
ttilow in a case of misconduct by tf
uetucator.

ne

6. They do work if one follows th
procedure to the latter and then follows
the steps it works.

aiscipline especially if all the steps 4
followed correctly.

eSkills gained helped him to administer

re

7. It gave one an opportunity to see h
you could ...and gave examples of c
studies go about and implement the s
that one needs to follow in a discipling
problem.

e thinks the fact that there were practi
sxamples in the training programmes hel
elpisn to gain more insight.

ry

cal
ped

8. The one for the interpreting a
implementation of the South Africa
Schools Act, lots of things that peog
disagree with.

héHe feels the South African Schools Act i
rcontroversial piece of legislation.
le

5 A

9. Highly theoretical can't apply most
the things that are in it in our schools.

nfHe feels it is not in touch with the realiti
that are happening on the ground that is
schools.

2S
our

10.1 thought perhaps the workshop that v
run on these would help with ide
especially pertaining to disciplina
measures for learners

vate feels principals’ training pertaining
athe discipline of learners is essential.

y

to

11. To a certain extent some of the sk
that one gained from these programn

ilMdanagement  development
nempowered him.

programn

have to a certain extent empowered one

nes
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12. The training programmes helped one
improve ones professional practice i
following set procedures in disciplining &
educator.

» s professional practice improved.
ke
AN

13.You see once you manage to discip
educators then learners follow suit beca]
learners usually look at the behavior of
educator

ite feels discipline in educators can lead
ugdescipline in learners.
the

14. Because educators are role model
the learners.

15. It's only when a principal does n
follow the correct procedure with th
guestion.

olncorrect procedures are questioned
ehallenged by the educators.

16. Especially positive change on the g
of the school management team | see &
positive change as a result of their hay,
attended the management developm
programmes. So these programmes
very much useful.

dle feels the school management te
bignefited and developed from t
imganagement programmes they attended,
ent
are

5 H thinks educators should be exemplary.

to

and

am
he

17. Some of the educator behavior
changed and the more one applies th
disciplinary measures correctly the bette

see more educators changing for the best.

héte sees improvement in the educs
dszhavior because of the managem
rdevelopment programmes.

~—+

itor
ent

18. There are other programmes, wh
could be put in place like the ones that d
with incapacity.

ithe  feels
galogrammes
managers.

buildin
sch

more
are

capacity

needed for

g

ool

19. Very few people can handle this kind
curriculum we need as principals to
trained some more on the evaluation
change especially managing a n
curriculum, its implementation.

¢le thinks managing the new schc
beurriculum is problematic.
of

ew

Dol

20. Workshops are best, if they can
structured in the form. | mean workshag
will give you an opportunity to role-play
to do what you actually do in reality.

Bbée thinks workshops enable them to hi
paractical experience in the traini
jrogrammes.

Ave
9

21. If we could get people who a
specialists in these areas not necess
EDOs. Because EDOs are more gene
They tend not to facilitate the programn

properly.

réle believes specialists in the areas in wh
athey’ll be trained can do a better job th
rile EDOs.
es

ch
an

22. They have a major role to pl3
Without these programmes | don't §
school managers managing  th
institutions effectively.

\\He believes school managers cannot G
ewithout the management developmg
eprogrammes.

ope
2Nt
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23. Just in one of the programmes | sppkie thinks without the skills acquired fro
about the procedure to be followed whahe management development program
one must discipline an educator. One cquddhool managers would use common se

choose to use a common sense if

tw deal with the problems of disciplining

haven’'t been able to have an opportunity eflucator.
attending a development programme in that

area.

m
mes
nse
n

o

24. But, you see your common sense m
lead you to lots of problems. Whereas a
procedure no one would have proble
with  you implementing such a s
procedure.

gHe feels common sense is problematic;
sttould follow a set procedure.

ms

et

one

25. | see the programmes as useful. As thdg feels clear policy makes schg

are documented no-one one would h
problems with you implementing such a
procedure. You've got to read and kn
the procedure.

aveanagement ‘safe’, because no-one
sehallenge policy.
DW

ol
can
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APPENDIX 2 — Interview Schedule

SEMI-STRUCTURED INTERVIEW SCHEDULE

1. What management development programmes havatiended as a principal?

* When?

* Who organised them?

* Who ran or facilitated these programmes?

* What was the duration of the programmes?

* What was the purpose of the programmes?
2. Do you find these programmes useful?

* What is useful about them?
* If you did not find these programmes useful, whys\tahe case?
3. Tell me about one of the best programme yoe ladtended so far.

* What was so good about it?
Tell me about the worst programme you have attended

* What was so bad about it?
4. How did the experience gained from the besgammme affect:

* Your professional practice?
* Your learners?
* Your staff?
Are there any changes in your school that you waskbciate with attending management

development programmes?

5. As a school principal, what kind of managenuawelopment programmes do you
need?

6. How do you prefer the programmes to be strudterg. workshop, seminar, lecture.

*  Why?
* Who would you prefer to organise and facilitatent?e

110



