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ABSTRACT 


Staff development is an essential and integral process in schools, but this 
process only becomes effective in a supportive, warm and democratic 
climate. 

In this study, the elements of successful staff development programmes were 
identified and used as a frame of reference to determine the effectiveness 
of such programmes in Indian secondary schools. The empirical study 
revealed the strengths and weaknesses of current programmes. The school
based staff development model proposed here is based on principles grounded 
in research and makes optimal use of existing structures. Attention is 
given to the active role of the principal and management staff as consumers 
and producers of knowledge, while the commitment of teachers to renewal and 
change is also highlighted. 

Staff development is a negotiated responsibility of both teachers and edu
cational managers to promote true educative teaching, thereby enabling 
schools to fulfil their task in society. 
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CHAPTER 1 

INTRODUCTION AND ORIENTATION 

1.1 INTRODUCTION 


Staff development or in-service education is part of a continuum that be
gins with pre-service education and terminates when an educator retires 
from the teaching profession. (The term "education" is used here in prefer
ence to "training" since the latter term nowadays generally refers mostly 
to the training of blue-collar workers, as opposed to broader education for 
the recognised established white-collar professions.) 

Put in a nutshell, the primary purpose of pre-service education can be de
scribed as giving the individual an idea of the phenomena of learning, 
teaching and professional ethics and also some practice in using these 
ideas (Tyler, in Lovell and Wiles, 1983:83). 

Staff development, being the counterpart of pre-service education, empha
sises on-the-job pt"ofessional and personal growth of the teacher. 

The principal is ultimately responsible for the quality of teaching and 
learning in a school. He enlists the help of the top management in direct
ing the teachers towards achieving the aims of the school. The principal 
uses the school building and equipment (physical resources) and the 
teachers (human resources) to achieve the aims of the school. 

The physical plant consisting of buildings, equipment, teaching aids, etc., 
can be bought or changed to suit the demands of the teaching situations. 
The human resource (teachers), however, has to be treated with utmost care, 
respect and understanding, The principal will obtain the co-operation of 
his teachers if he respects the teachers as profeSSionals, maintains a 
harmonious relationship with them, and ensures their job satisfaction (De 
Witt, 1986:39-47), In order to get the best from his staff he has to 
motivate teachers, give professional support and provide strong leadership. 
This on-going profeSSional support will lead to staff development. The 
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potential of every teacher will be fully developed and utilised, to the 
benefit of pupils. In short, management has to keep the staff growing in 
competence, prcfessional realism and excitement about their work (Sergio
vanni &Starratt, 1983:326). 

Staff development is the most important means of improving the standard of 
teaching and learning in a school (Moore &Hyde, 1978:122). It brings about 
school renewal since teachers are constantly acquiring new insights and 
skills. This form of school renewal can be accomplished if existing staff 
members change sufficiently in the desired direction to be able to fulfil 
school goals (Schiffer, 1980:122). The key to staff development is to help 
teachers change their teaching behaviours, so that they become more effec
tive in the classroom. This research study will focus on the complex pro
cess of change in teachers as a result of staff development programmes 
within the context of the work situation. 

Supervision at school level is to a great extent done along traditional 
lines where the educational manager inspects teachers' work to check if it 
conforms with his/her requirements (Shah, 1985:277). These requirements ar~ 

, usually personal preferences and not grounded in research. Gorton 
(1983:246) advises that teaching practices should be based on research 
rather than personal preferences. Inspection is usually followed by sugges
tions on how to eliminate observed discrepancies. This form of supervision 
stresses checking and inspection to the neglect of staff development which 
is a complex change process that needs on-going support and feedback from 
the management team of the school. 

The need to search for a new and dynamic approach to supervision that gives 
priority to staff development, general professional competence and job 
satisfaction has prompted this study. This approach, termed human resources 
supervision, is professionally orientated (Sergiovanni &Starratt, 1983:5). 
It offers options from a variety of alternative teaching practices which 
the teacher could master, unlike the traditional form of supervision that 
reduces the range of options through a rigid prescription of improvement 
strategies. 
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1.2 ACTUALITY Of RESEARCH 

1.2.1 Introduction 

The concept of staff development is based on the notion that man never i1, 
he becomes. Although a teacher is an adult, he is nevertheless capable of 
changing (Cawood &Gibbon, 1981:12). Furthermore, nobody is free of 
shortcomings or imperfections. Hence there is a need to improve teaching 
practices. Without continuing study, teacher knowledge and teacher per
formance will soon become obsolete (Moffit, in Cawood &Gibbon, 1981:12). 
For professional growth, the teacher needs continuous support from his edu
cational managers and experienced colleagues. 

1.2.2 Necessity for staff development 

The following factors underscore the absolute necessity for staff develop
ment: 

o Teachers tend to remain for a longer period in the same school because 
of teacher surpluses and fewer promotion posts. Hence the need to con
stantly improve staff on hand. 

o The minimum time spent at teacher training institutions is four years 
and this is inadequate to cope with increasing demands of society on 
the school. With regard to the duration of a teacher's pre-service ed
ucation Roth (1980:2) observes: "To turn out a well prepared teacher 
who has had a variety (if field experiences, this may not be enough 
time, even for initial entry into teaching." 

• One's knowledge and repertoire of teaching skills are never adequate' 
and complete. Rubin (1975:34) states: "Indeed, the moment teachers 
leave the training inst',tution they embark on a rapid journey of ob
solescence." This statement highlights the need for teachers to be in
volved in staff developMent. 

• Roth (1980:3) states yet another reason for in-service education when 
he postulates that ", .. education is in a constant state of flux, with 
old ideas being cast aside and replaced, in addition to expanding and 
building upon current id~as with new information". 
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1.2.3 Value of this research project 

This study could 

o initiate and give direction to staff development that respects the 
teacher as a professional and therefore entitles him to decide on 
self-improvement in areas that he identifies; 

o make management aware that staff development is a complex process and 
that there are a multitude of factors that influence it; 

o help to streamline existing programmes so that they become coherent, 
interrelated and continuous; 

o be an indication to management staff of the areas in which they could 
improve managerial skills in order to create better staff development 
programmes. 

1.3 STAFF DEVELOPMENT WITHIN THE FRAMEWORK OF EDlICATIONAL MANAGEMENT 

1.3.1 Management 

Management is defined in different ways by researchers and writers in the 
field. This stems from the fact that each writer considers management in 
terms of the management tasks such as planning, organising, controlling, 
etc., which seems most important to him/her. 

Van der Westhuizen (1986:38) categorises definitions of management by stat
ing that "... minstens vyf betekenisse aan bestuur geheg kan word, naamlik 
bestuur as doelbereiking, as opeenvolgende handelinge, a:) koordinering en 
as leiding". 

Whilst management, be it business management or educational management, is 
governed by universal principles, there are certain characteristic at
tributes of educative teaching that particularise management into educa
tional management. Van Schalkwyk (1982:14) names the atttributes as fol
lows: 

o the educational aim; 
o the nature of community involvement in education; 
o the nature of internal relations in education; 
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o the non-competitive character of education; 
o the relative equality in training of managers and workers in educa

tion; 
o the fact that the end results of education are not easy to evaluate; 

and 
o education as a normative enterprise. 

1.3.2 Educational management 

The phenomenon "management" forms part of reality. Educational management 
tries to study the pedagogic phenomenon by seeking types of managerial ac
tions which could help educative teaching to attain its goals (Van Schalk
wyk, 1982:25). 

Paisey (1981:3) defines educational management as follows: "Educational 
management is the particular process of relating resources to objectives 
required in organisations which explicitly exist to provide education." 

The above descriptions make it clear that management personnel have to use 
the optimum combination of resources ~human and physical) to attain the ob
jectives or goals of the school. Management actions are meant to create and 
facilitate effective teaching and learning in a school. To do this success
fully one requires more than theoretical knowledge. Therefore one could in
fer that educational management is both a science and an art (Sergiovanni & 
Starratt, 1983:310-311). 

1.3.3 Educational management tasKS 

There is no agreement on the classification of educational management 
tasks. Management tasks consist of methods used to achieve objectives 
(Gorton, 1976:49). According to Marx (1981:87) the four basic management 
tasks are 

0 planning 
0 organising 
0 directing 
0 controlling. 
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Management tasks are divided into sub-tasks as follows (Van der Westhu;zen, 
1986:45-46): 

Objectives 

Aims 


Planning---...,.> 	 Policy-making 
Decision-making 
Problem-solving 

Creation of organisational structures 
Organising~ Delegation

{ Co-ordination 

Relationship 
Leadershi p ----7 Mati vat; on 

{ Communication 

ontrol measures 
Observation and management 

Control --..:,) Evaluation 
Corrective actions 

1.3.4 Managerial areas 

Management tasks are not performed in a vacuum but within certain zones of 
management called management areas. The four management areas are adminis-' 
trative management, pupil management, financial management and personnel 
management. Staff supply, staff development and staff utilisation fall 
within the scope of personnel management. 

1.3.5 Staff development within the educational management area-tasK model 

The following descriptions convey the essence of staff development: 

• "... staff development is not something the school does to the teacher 
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but something the teacher does to himself" (Sergiovanni &Starratt, 
1983: 327) . 

o Staff development "... for the instructional staff will focus on up
dating subject area skills and knowledge, outlining societal demands 
and changes, presenting the findings of research on teaching methods 
and practices, and keeping teachers up-to-date about advances in in
structional materials and equipment" (Rebore, 1985:181). 

o Staff development emphasises acquiring "... attitudes, competencies 
and knowledge that enhance learning, programme effectiveness, and 
professional adequacy" (Bishop, 1976:1). 

o Staff development "... includes all attempts made by educational lead
ers to promote personal and professional growth of the staff" (Cawood 
& Gibbon, 1981:17). 

The following points emerge from the above descriptions of staff develop
ment: 

o Staff development implies voluntary participation by the teacher. 
o It leads to growth in three areas, namely knowledge, skill and atti

tudes. 
o It requires practitioners to keep abreast with the latest in educa

tional research and therefore is an on-going process. 
o Educational managers and administrators must also participate in staff 

development activities in order to improve management skills. 

A model is an aid used to organise and direct the thinking of both theorist 
and practitioner (Calitz, 1986:25). The educational management area-task 
model, which is one of many, makes a distinction between management areas 
and management tasks. 

Figure 1.1 is a representation of the area-task model of educational man
agement. It shows the four management areas (administrative management, 
pupil management, personnel management and financial management) and the 
four management tasks (planning, organising, directing and controlling). A 
vaY'iety of sub-tasks may be executed within each of the four tasks. These 
are communication, co-ordination, evaluation, delegation and motivation. 
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Figure 1.1 The area-tasK model of management (Calitz, 1986:38) 
PLANNING CONTROLLING 

ADMINISTRATIVE PUPIL 
MANAGEMENT MANAGEMENT 

Sub-tasks 

• Communication 
• Co-ordination 
• Evaluation 
• Delegation 
• Motivation 

Staff 
SUpply 

staff 
develop
ment 

Staff 
utili  FINANCIAL

PERSONNEL sation MANAGEMENT
MANAGEMENT 

ORGANISING DIRECTING 

1.4 AIM OF THE STUDY 

The purpose of this study is to 

• identify the determining factors of successful staff development pro
grammes; 

o determine the effectiveness of staff development programmes in helping 
teachers to improve their teaching abilities; and 

• develop a theoretical staff development model that is based on the 
findings of the empirical investigation as well as on the literature' 
study. 

In an effort to determine the effectiveness of programmes, the following 
three questions were posed: 

o 	 What is the nature of the model being cUf'rently used? 
o How do teachers rate the effectiveness of their staff development pro

grammes? 
• 	 What is the level of management competencies in staff development as 

perceived by teachers? 
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Answers to the above questions helped to design a suitable model which is 
relevant and readily adaptable for use in secondary schools. 

Well-established concepts and principles drawn from a variety of studies 
(see chapter 2) were incorporated into the model (see chapter 4). 

1.5 RESEARCH METHOD 

A study of relevant literature, a questionnaire survey and the descriptive 
survey method are used in this study. 

The descriptive survey method of research requires the researcher to ob
serve phenomena of the moment intensely and to describe the observations. 
Leedy (1985:34) describes the following four characteristics of the method: 

o The method demands the technique of observation as a principal means 
of collecting data. 

o The population of the study has to be carefully chosen, clearly 
defined and specifically delimited. 
Data in descriptive survey research are susceptible to distortion 
through the introduction of bias into the research design. 

o Data collected by using an observation instrument, for example the 
questionnaire, has to be organised and presented systematically so 
that valid and accurate conclusions may be drawn. 

1.5.1 Literature study 

In order to determine the effectiveness of staff development programmes, a
comparison has to be made. Hence there is a need for a reliable frame of 
reference. Ten important principles that could form a strong basis for a 
staff development programme have been identified from the literature. These 
principles constitute the frame of reference for the evaluation of staff 
development programmes. 

1.5.2 Questionnaire survey 

A questionnaire was designed to collect information on staff development 
practices in schools. The complex secondary schools and the 51 secondary 
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schools for the Indian population under the control of the House of 
Delegates were surveyed. All respondents were level-one educators. 

1.5.3 Definition of terms 

For the purposes of this study the following are defined: 

Staff development 

It is a process that is based on the premise that people are in a constan 
state of growth. Staff development is an on-going process that aims to pr 
mote the personal and professional growth of teachers so that they are be 
ter equipped to perform their tasks. 

Staff development programme 

A group of planned activities in which all educators in a school engage 

over a period of time. 


Staff development activities 


The following are examples: 


o clinical supervision 
• focused classroom observations (coaching) 
• workshops 
• corporate planning and preparation 
o micro-teaching 
• peer observations 
• self-evaluation 
• directed reading., 

Teacher needs 

These refer to the knowledge, skill or attitude a teacher wishes to ac
quire. 
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Theoretical staff development model 

A combination of interrelated concepts, definitions, and propositions taken 
from the literature and from the present study to direct teachers and man
agement towards personal and professional growth. 

1.6 LIMITATIONS OF THE STUDY 

The S2 secondary school was excluded in the questionnaire survey. Hence the 
model will find greatest relevance in the larger secondary schools, that 
is, CS and SI schools for the Indian population under the control of the 
House of Delegates. 

The staff development model proposed in this study must be approached with 
caution as it is a working programmatic model and not a scientific model 
that requires rigorous application. 

The main source of data was limited to a questionnaire in which teachers 
expressed their observations regarding staff development activities in 
their schools. The study is limited by the degree of validity and 
reliability of the questionnaire. 

1.7 ORGANISATION OF THE STUDY 

Figure 1.2 depicts the sequence in the presentation of this study. 

Figure 1.2 Frame of reference for the research 

CHAPTER 1, 


Introduction and orientation 
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~HAPTER Z 

Principles of staff development 

CHAPTER 3 

Empirical investigation of effectiveness of staff development 

CHAPTER 4 

Model for staff development in Indian secondary schools 

CHAPTER 5 

Summary and recommendations 

Chapter 1 outlines the introduction, actuality of the research, and the aim 
of the study. The concept of staff development is placed in perspective 
within the context of educational management. Chapter 2 consists of the 
literature review from which ten factors or variables which have a strong 
bearing on the effectiveness of staff development programmes have been iso
lated. In chapter 3, the empirical investigation is descrHled. Information 
obtained from the questionnaires is analysed and interpreted to determine· 
the effectiveness of staff development programmes. A theoretical staff de
ve1opment model that wi 11 serve the needs of Ind ian secondar'Y school 
teachers is presented in chapter 4. A summary of findings, as well as 
recommendations for further research, is outlined in chapter 5. 
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CHAPTER 2 


THE PRINCIPLES OF STAFF DEVELOPMENT 


2.1 INTRODUCTION 


Staff development, also referred to as in-service education, is not a new 
idea. Principals have always catered for the professional growth of 
teachers in some form or other. However, the intensity, extent and manner 
in which it was done have changed over the years. This could be ascribed to 
inter alia the following: 

• the increased knowledge base; 
• the new social complexities in which the schools find themselves; 
• the continued need for professional self-renewal (Wideen, 1987:12). 

According to Washington and Chisolm (1979:181), staff development occurs on 
two levels, one being independent self-improvement through studying for de
grees and diplomas and the other being planned at school level for the 
specific professional needs of all educators. 

Literature on staff development shows that criticism has been levelled 
against the current practices of staff development mainly because of its 
irrelevance (Byrne, 1983:2). Therefore the establishment of staff develop
ment programmes has to be n~ed related and based on principles that are 
supported by research. 

The literature on staff development will be reviewed in order to isolate 
the prinCiples that make staff development prograrrmes effective. ThlS is 
done with the following two ourposes in mind: 

• to develcp a frame of reference so that current practices in schools 
can be evaluated; and 

• to establish a theoretical basis for formulating a staff development 
model. 
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Since staff development is done within an organisation (the school) the 
following are critical: 

context 

content 

process. 


Sparks (1983:65) represents the above three factors as follows: 

Figure 2.1 Staff development: a nested process 

Context 

Process 

Content 

CONTENT refers to knowledge that teachers should acquire. Griffin 
(1983:417) states that PROCESS is the manner in which content is conveyed 
to teachers and CONTEXT is the setting in which staff development occurs. 
The remainder of this chapter will be devoted to the examination of the 
principles of staff development. 

2.2 ADULT LEARNING AND DEVELOPMENT 

Much attention is given to individual differences amongst pupils in class
room instruction. However t when staff development programmes are conducted t 
hardly any attention is given to individual differences amongst adults. Re
searchers are in agreement that adults also vary with respect to their 
level of development. Therefore it is imperative that appropriate learning 
environments be created for teachers which are in keeping with their level 
of maturity. Development of teachers may be seen as 
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o re-education in content and areas which were learned partially, wrong

ly or a long time ago and hence forgotten; and 

original learning of new content (Doll, 1983:48). 


Basically staff development involves re-education in values, knowledge and 
skills. For re-education in values, group work is suitable whilst re
education in skills requires individual attention (Doll, 1983:48). 

Changes are constantly occurring as an individual moves from childhood to 
adulthood. Change takes place in two respects, namely in the teacher and in 
the school ecology. Although research on adult learning has gained mo
mentum, much is yet to be done in this area. 

There are two schools of thought on adult learning - the developmental age 
theorists and the developmental stage theorists (Chicke~ing, in Bents & 
Howey, 1981:13). Age theorists are interested in determining if there are 
concerns, problems and tasks which are common to most or all adults at var
ious times in their lives (Willie &Howey, 1980:31). Stage theorists, on 
the other hand, give attention to differences in the modes of thinking at 
various points in development which are not necessarily age-related (Bents 
&Howey, 1981:13). 

Although the two theories may have deficiencies, an understanding of the 
theories will prove useful in planning staff development programmes. 

Knowles (in Mc Intyre, 1981:22) makes reference to the word "andragogy", 
meaning to provide a framework for adult learning. He postulates five basic 
principles for adult learning: 

o Adults are motivated to learn as they experience needs and interests 

that learning will satisfy; hepce these are the appropriate starting 

points in planning adult learning activities. 

Adults' orientation to learning is life-centred; therefore the ap

propriate units for organising adult learning are life situations and 

not subjects. 


o Experience is the richest source for adults' learning; therefore the 
core methodology of adult education is analysis of experience. 
Adults have a deep need to be self-directing; therefore the role of 
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the supervisor is to engage in a process of mutual enquiry with adults 
rather than transmit knowlE!dge to them and evaluate their conformity. 

o Individual differences among people increase with age; therefore adult 
education must make provision for differences in style, time, place 
and pace of learning. 

Piaget, Kolberg, Hunt, Sprinthall, Loevinger and Perry are among the stage 
theorists who view adults as progressing from concrete, undifferentiating, 
simple, structured individuals to more abstract, differentiating, complex, 
autonomous yet interdependent individuals (Bents &Howey, 1981:15). 

Hunt and his associates observed teachers in their classrooms and found the 
following: 

o Teachers at advanced developmental levels were more adaptive in their 
teaching styles, and were more flexible and tolera~t. They provided a 
varied learning environment for their students and were rated as ef
fective teachers. 

o Teachers at concrete levels function best in structured environments. 
Teachers at more abstract levels performed equally well in both high 
and low structured environments (Bents &Howey, 1981:15). 

The work done by Gregorc (in Saludades, 1983:76) is worth noting. He 
analysed the learning styles of people by observing their behaviour and 
divided adult learners into four categories: 

o concrete sequential 
o concrete random 
o abstract sequential 
• abstract random . 

Saludades (1983:76) gives the following characteristics of each of the 
above: 

CONCRETE SEQUENTIAL learners prefer learning that is practical, with order, 
directed and with little ambiguity. The CONCRETE RANDOM learner enjoys ex
ploration and experimentation which provide opportunities for discovery, 
self-direction and small-group work. ABSTRACT SEQUENTIAL learners place em
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phasis on documentation and research and are strong in written, verbal and 
image symbols. ABSTRACT RANDOM learners enjoy group discussions and like 
dynamic presentations. They view a learning experience holistically. 

Wilsey and Killion (1982:37) summarise the characteristics of learners at 
four stages and also suggest the training environment for each stage. They 
draw on the studies of Joyce (1980), Bents and Howey (1981) and Santmire 
(1979). 

STAGE OF ADULT DEVELOPMENT TRAINING ENVIRONMENT 

Stage 1 

Learners have a right/wrong Presentation of information 

orientation to situations. should stress what to do, how 

They desire knowledge that will to do it and when to do it. 

help them solve problems pecu

liar to them. 


Stage 2 

Learners tend to break away from Training environment needs to 
strict rules. They express views provide choices in content and 
willingly and yet have difficulty presentation. Discussions should 
in understanding different views. include various points of view 

and a rationale for holding such 
views. 

Stage 3 

Learners recognise that they have Opportunities to participate 
a variety of alternatives and can in p"lanning and del ivery of 
choose the one that best fits the programmes should be provided. 
situation. 
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STAGE OF ADULT DEVELOPMENT TRAINING ENVIRONMENT 


Stage 4 

Learners are able to synthesise Environment should allow 
and create additional categories learners to work in a variety of 
to accommodate new information. ways. They should be allowed to 

set their own targets and stand
ards for achieving goals. 

From the above discussion, it is clear that adults are in different stages 
of maturity with respect to their thinking. Although the theories postu
lated by the researchers may oversimplify the concept of adult growth, they 
nevertheless provide important information for the staff developer in fa
Cilitating change in the teacher. Attention will now be given to the con
cept of change, of which adult learning is a special type. 

2.3 CHANGE AND STAFF DEVELOPMENT 

Schiffer (1980:162) states the following as a basic principle of staff de
.velopment: "Staff development is a planned change process aimed toward 
creating a new future condition." 

Since staff development involves change, it is important that one makes a 
study of the concept of change. Change that is envisaged is long term. It 
refers to change in the teacher's knowledge, skills and attitudes so that· 
he/she becomes a more competent individual. A sound knowledge of the change 
process will be of advantage in planning staff development programmes. Both 
the teacher as an individual and the organisation have to be considered in 
the change process. 

2.3.1 Reasons for change 

Teachers change for different reasons, they change at different rates and 
to different degrees. The best reason for change is obviously need related 
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as opposed to change because an educational manager desires it. The teacher 
must be convinced about the need for change and his commitment is vital. 
Doll (1983:114) advances the following reasons for change in teachers; 

o force or authority exerted by the educational manager or supervisor; 
indoctrination during workshops; 
emulation of their supervisors; and 

• group pressure, e.g. through decisions taken at subject committee 
meetings. 

Forced change will be temporary and may lead to feigned behaviour in the 
presence of the supervisor. To effect lasting and genuine change, the 
change must be need-related and supported step by step (incremental). 

Change is a threatening process since it challenges an adult's established 
teaching patterns. Change has to be introduced after considering the per
sonality of the teacher and the nature of the change that ;s demanded 
(Doll, 1983:115). 

Kurt Lewin (in Doll, 1983:115) asserts that the maturity level of the 
teacher has to be considered before attempting to institute change. Greater 
maturity is related to self-control, patience and the ability to stay with 
the task. The less mature adult needs greater support during the change 
process. Whilst some teachers view change as an opportunity, others are 
hesitant because of differences in their temperaments. It is natural for a 
teacher to determine in what way a new idea may benefit or harm him. If the 
change is of no benefit, teacher commitment will be low. 

2.3.2 The change process 

Change can be of two types: one being positive {that is leading to improve
ment in the quality of teaching} and the other being negative (detrimen
tal). The aducational manager has a vital role to play in ensuring that 
positive or ~onstructive change will occur. 

Three models that examine the change process will now be discussed. 
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2.3.2.1 The Lewin Model 

Kurt Lewin's Field Theory proposes that teacher behaviour (B) is a function 
of his personality (T) and his environment (E). fhe formula B = f(T, E) 
summarises this statement. Both personality and environment are forces that 
shape the teacher's behaviour (Doll, 1983:124). A change in behaviour will 
be influenced by his personality and by the organisation. As an individual 
becomes more complex, his environment needs to change with him if growth is 
to occur at an optimal rate (Joyce, 1980:19). 

Hunt expands the change function B = f(T, E) by claiming that change 
depends not only on teacher personality (T) and the environment (E) but 
also on the personality of the supervisor (P). Thus B = f(P, E, T). 

The manner in which the supervisor interacts with the teacher, the type of 
environment he creates and the personality of the teacher together 
determine the extent of change. 

2.3.2.2 Getzels-Guba Model 

_	The Getzels-Guba Model distinguishes two interrelated aspects that staff 
developers should consider. These are 

o the formal organisational structure (nomothetic dimension); and 
o the individual -in the organisation (idiographic dimension) (De Witt, 

1986:166). 

The individual does not work in isolation but interacts with colleagues and 
works within a particular organisational context. Therefore a relevant 
change process must consider the teacher within an orJanisational set-up 
which varies from school to school. Figure 2.2 is an adaptation of the 
Getzels-Guba paradigm (Washington &Chisolm, 1979:183). 
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Figure 2.2 The Getzels-Guba paradigm (Washington &Chisolm, 1979:183) 

(Nomothetic dimension) 

Institution -----~~ Role ----)-"!o Expectations 
I' 

Soc; a 1 Administrators and Social 

super'vi sors 
I 

II' /'
System Behaviour 

/\ 
v \./-

Teachers 

1 \/ 

Individual--~) Personal ity----7) Need disposition 

(Idiographic dimension) 

The components of the nomothetic dimension can be defined as follows: 

o Instit~tion: School with its own functions in society. 
o Role: Defines the roles of the incumbents in the organisation. 
o Expectations: Refers to obligations and responsibilities of the 

incumbents. 
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For example, the school operates according to education policies, rules, 
regulations and procedures with the expectation that they will be followed 
by all personnel (Washington &Chisolm, 1979:185). Management staff occupy 
status positions with authority to ensure that expectations are ac
complished. 

The idiographic dimension refers to 

individuals who hold various positions and react to the school struc
ture in unique ways; 

o individuals' personalities, which have a bearing on their conduct; and 
o need dispositions which make individuals react in a particular manner. 

The Getzels-Guba Model emphasises the point that a teacher works within an 
organisational context with its bureaucratic ramifications and that this 
cannot be ignored when planning staff development programmes. However, the 
teacher also works with people in the school, and this forms a societal 
system. Whilst the organisational needs must be given due consideration, 
the personal needs and emotions of the individual professional employees 
cannot be ignored. De Witt (1986:167) rightly points out that there is al
ways a possibility of conflict between his (the teacher's) needs and the 
~emands of the organisation. 

2.3.2.3 Concerns Based Adoption Model (CBAM) 

When changes are introduced during staff development, it is natural for 
teachers to show concern. The Concerns Based Adoption M~del (CBAM) helps in 
understanding these concerns. The concept of concerns is based on the wor~ 
done by Francis Fuller. The concept was expanded by Halt and others (Loucks 
&Melle, 1982:103). 

The idea of concerns refers to ", .. the mental gyrations, perceptions and 
feelings that a teacher or administrator has in relation to a particular 
innovation" (Bents &Howey, in Dillon, 1981:30). 

The model depicts concerns at different levels when a teacher is involved 
in staff development. It is assumed that initially little concern is shown. 
Thereafter the teacher wishes to learn more about the innovation {informa
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tion concern). This is followed by personal concerns, i.e. whether he can 
cope. This leads to the next level, called management (how to use the in
novation). At the fourth level, the teacher considers the impact of the in
novation on his students. At the fifth level, attention is given to how the 
teacher could collaborate with colleagues regarding the use of the innova
tion. At the highest level (refocusing), the teacher looks at the benefits 
of the innovation and how to improve the innovation. 

Bents and Howey (in Dillon, 1981:31) summarise the basic assumptions of the 
model as follows: 

• 	 Staff development must begin with the premise of individual dif
ferences. 

o Staff development experiences must be thought of as a process rather 
than 	 isolated occurences. 

The model is useful in 

o 	 designing relevant staff development programmes; and 
o providing a diagnostic tool during evaluation of staff developm~nt ac

tivities. 

Bents and Howey (in Dillon, 1981:32) suggest three ways of assessing the 
stage of concern. These are 

o 	 informal and formal contact with teachers; 
• use of an open-ended questionnaire; and 
• use of the Stages of Concern Questionnaire developed by Hall and 

others. 

Each 	 of the above models on change provides the staff developer with 
several insights. These are summarised as follows: 

• 	 The change proceiS depends on the personality of the teacher, the edu
cational manager and the nature of the learning environments that are 
created for the teacher. 
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When introducing change, the fact that the teacher works within an 
organisational context amongst people must be given consideration. 

o The change process consists of stages through which a teacher goes. 
o There is need for on-going support from the educational manager during 

the crucial period in which new skills are acquired. Otherwise the 
teacher may easily revert to old practices. 

o Teachers will be committed to change if they develop their own 
materials. 

Mc Laughlin and Berman (1977:192) undertook the Rand Change Study over four 
years in which they studied the change process in schools. They identified 
the following factors to be important in determining outcomes of staff de
velopment: 

o 	 institutional support from both teachers and administrators; 
use of implementation strategies which require local materials, devel
opment and planning; and 

o training that is on-going. 

2.4 	 LEADERSHIP ROLE OF THE PRINCIPAL AND HEADS OF DEPARTMENT IN STAFF DE
VELOPMENT 

2.4.1 Introduction 

The discussion will centre on the leadership role of the principal and 
heads of department in staff development. 

It ~s conceded that the deputy principals also have an important role to 
play in this regard, but since the deputies directly assist the principal 
in p1anning and implementing staff development programmes, their role will 
not be studied separately. Remarks and findings regarding the role of the 
principal apply equally to the deputy principals. 

The leadership role of the head of department is of tremendous ~ignificance 

because he/she 

o leads the team in the particular subject; and 
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o has expertise in teaching methodology by virtue of study and experi
ence. 

For the purposes of this discussion, the following description of a leader 
will suffice: "Tn Leier is Tn persoon wat 'n groep kan stimuleer tot aksie 
met die oog op doelstellings en doelbereiking van groepsbelange en ideale" 
(Bester, 1970:17). 

2.4.2 Leadership and staff development 

When one speaks of leadership, one could refer to a wide spectrum of ac
tivities in schools. This discussion will concern itself with leadership in 
staff development. 

The thrust of staff development efforts is directed towards instructional 
improvement. Instructional leadership is defined as those activities 
engaged in by one or more individuals, which have as their main purpose the 
improvement of a person, group or programme (Gorton, 1983:262). The empha
sis is on leading staff to improve their professional competence. Although 
the principal has a key leadership role, he may not be in a position to be 
the only leader in staff development, for the following reasons: 

o time taken to attend to routine problems relating to the management 
and administration of the school leaves very little time for staff de
velopment; and 

o the principal cannot be a specialist in every subject: and therefore 
cannot offer the best professional guidance to all teachers. 

To overcome these problems, the principal needs to enlist the assistance of 
the deputy principals, heads of department and talented teachers. The 
abilities of these persons could be fully utilised by 

o clarifying the extent of their supervisory responsibility; and 
o organising them into a staff development team (Gorton, 1983:269). 

Gorton (1983:265-269) lists the qualities of an effective leader as 
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o one who can PERCEIVE the existence of instructional problems; 
o one who possesses EDUCATIONAL VISION to improve the quality of educa

tion; 
o one who has EXPERTISE to deal with the different aspects of the in

structional programme; and 
a person with a STRONG COMMITMENT to improve education. 

2.4.3 Leadership role of the principal in staff development 

The principal assumes a leadership role in three areas, namely organisa
tion, administration and instruction. Researchers agree that instructional 
leadership is the most important and should therefore take up most of the 
time. In practice, organisation and administration take up most of the 
principal's time (Cawood &Gibbon, 1981:8). 

Sound instructional leadership is a sine qua non for making a school effec
tive in executing its task. The importance of the principal's leadership 
role is aptly summed by Lambert (1984:149) when he says that II, .. the evi
dence is overwhelming that the strength and quality of the leadership pro
vided by the principal is one of the most important ingredients in any 
school improvement effort, including staff development". 

For successful staff development programmes, the principal's leadership and 
support are vital. The following remarks support this viewpoint: 

o IIResearch in staff development reinforce the notion that success will 
be extremely difficult to achieve unless the principal is involved, 
supporting and providing substantive leadership" (Lambert, 1984:150).

o "One critical factor in successful and continuous in-service is con
sistently strong leadership and support" (Conran &Chase, 1983:25). 
"By virtue of their positions, administrators have the potential for 
effecting change through their leadership" (Mangieri &Kemper, 
1983:29). 

The following behaviours, activities, attitudes and functions of the prin
cipal that constitute leadership in staff development have been drawn from 
the works of Lambert (1984:150-157), Mangieri and Kemper (1983:30-31), 
Sievert (1983:20) and Conran and Chase (1983:25): 
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focusing attention on instructional goals; programme and curricular 
objectives must be clearly spelt out and constantly brought to mind; 

o becoming directly involved in planning, implementing and evaluating 
staff development programmes; 

o scheduling regular classroom visits (on-the-job help). Apart from the 
formal evaluation observations, some observations should incorporate 
structured clinical processes; 

o discussing work problems with the teachers, and thus getting teacher
talk to focus on teaching and learning; 

o supporting teacher improvement efforts. This requires principals to 
encourage teachers to grow and develop; 

o developing a band of teachers with enough expertise so that they in 
turn can become resources to other teachers; 

o rewarding teachers for excellence at the office as well as in staff 
meetings; and 
monitoring instructional programmes to determine the extent to which 
objectives are achieved. 

Teachers look up to the principal for leadership in staff deveiopment, and 
this ultimately results in school improvement. Research shows that dif
ferences in achievement among schools can be attributed to differences in 
principals' leadership patterns (Sievert, 1983:19). 

2.4.4 Leadership role of the head of department 

Stern (in Shah, 1985:97) found that the head of department plays a vital 
role as leader in the improvement of instruction. 

The head of department has two responsibilities - to teach in his own 
classroom and to ensure a good standard of teaching in the classrooms of 
colleagues within his department. This discussion will be restricted to the 
latter responsibility, i.e. helping teachers to acquire and refine teaching 
skills. 

As leader, he has to provide staff development opportunities within his de
partment by using the teacher's classroom as the laboratory. Heads of de
partment have the task of matching teacher ~eeds with the needs of the de
partment (Day, 1984:31). 

- 33 



Day (1984:33) advances the following three leadership roles of the head of 
department: 

catalyst 
solution giver 

o process helper. 

Each of these roles will be briefly discussed. 

2.4.4.1 Head of department as catalyst 

The head of department "pressures" the teachers to review their work and 
meet deadlines in achieving goals. As innovator, he introduces fresh ideas 
into the teaching programme. This leads to experimentation by himself and 
his colleagues in the department. Being a person who reads professional 
literature extensively, he passes on research findings to teachers. Cris
cuolo (1982:23) cites the following two ways in which the head of depart
ment may stimulate reading: 

writing a few comments or questions about a relevant article and hand
ing the journal to the teacher for reading; and 

o inviting a teacher to summarise an article of interest and then cir
culating it within the department. 

Through professional reading, teachers could keep abreast with the latest 
on the science of teaching, learning theories, educational technology and 
legal matters relating to education. With the help of colleagues the head 
of department could also initiate small-scale research (action research) on 
problems relevant to teaching practice. 

2.4.4.2 The head of department as solution giver 

The head of department i3 well suited to work with colleagues in seeking 
solutions to problems which are encountered in day-to-day teaching. He can 
fulfil this role because he is a leader who can speak with teachers about 
the specifics of teaching and is most knowledgeable in his field (Callahan, 
1971:25). 
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2.4.4.3 The head of department as process helper 

The head of department assists in the process of change. Staff development 
implies change and requires support and encouragement. Day (1984:33) lists 
the following five tasks of the head of department in the role of process 
helper: 

o identify, define and clarify needs; 
o generate alternative strategies and set objectives; 
o acquire relevant resources; 
o provide moral and intellectual support; and 
o evaluate the success or otherwise of the process or solution. 

Commitment by teachers to growth and change depends on the commitment and 
leadership of the principal and his management team. 

A person is a leader only if he has followers. A principal will be leader 
in the true sens~ if the teachers accept his leadership position and work 
with him. Teachers will gladly co-operate with the principal if he has a 
good working relationship with them. They need a principal who respects 
people and translates that respect into patterns of freedom and initiative 
for the members of his staff (De Witt, 1982:61). A study conducted by Gross 
and Herriott (1965:61) shows that the orientation of a principal towards 
good human relations is a major contributor to improving the quality of 
staff performance. 

The effectiveness of the principal's leadership 'in staff development is re
lated to the way in which the staff is motivatec and also to the type of 
relationship he has with his staff. Practice has shown that good human re
lations is very important in any people-orientated enterprise. The princi
pal's human relations in turn have a strong bearing on the school climate. 
Creating and maintaining a healthy school climate is one of the principles 
of staff development. This aspect will be discussed in the foliowing para
graph. 
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2.5 ORGANISATIONAL CLIMATE FOR STAFF DEVELOPMENT 

2.5.1 Theories on organisati~nal climate 

It is difficult to define organisational climate because it is something 
that an individual perceives and this perception will vary from person to 
person. Writers on this topic generally agree that organisational climate 
is the outcome of a number of interacting variables. 

Variables could be grouped into two classes; one relating to the structure 
of the school and the other to personal qualities of the people working in 
the school. Litwin and Stringer (in Sergiovanni &Starratt, 1983:56) define 
climate as ", .. the perceived subjective effects of the formal system, in
formal 'style' of managers, and other important environmental factors on 
the attitudes, beliefs, values and motivation of people who work in a par
ticular organisation". 

Climate is like the personality of an individual and each school has its 
own (Doll, 1983:63). 

Several attempts have been made to define climate and to measure its basic 
components. The following are four well-known conceptualisations of a 
school's organisational climate: 

o the Halpin and Croft conceptualisation which considers climate to be a 
function of the teacher-prinCipal relationship; 

o the Likert conceptualisation which categorises climate into four 
organisational types or managerial systems according to the characte~ 
of superordinate-subordinate relationships; 

• the Willower and Jones conceptualisation in which school climate is a 
function of the type of contl'ol exercised by the principal and 
teachers of a school; 

• the Stern and Steinhoff conceptualisation based on Kurt Lewin's postu
late that behaviour is a function of teacher personality and environ
ment (Hoy &Miskel, 1982:186-211). 

The best-known conceptualisation and measurement of organisational climate 
;s that by Halpin and Croft (Hoy &Miskel, 1982:186). The researchers used 
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the Organisational Climate Description Questionnaire (OCOQ) to obtain in
formation concerning eight dimensions of school climate, four of which 
referred to characteristics of the teaching staff and the other four to 
characteristics of the principal. By using the eight dimensions, a con
tinuum of six school types ranging from OPEN CLIMATE to CLOSED CLIMATE was 
developed. 0011 (1983:64) gives the following two informal descriptions of 
each of the opposing climate types: 

o OPEN CLIMATE: A peppy organisation that gets its work done in an atmo

sphere of pleasant reality. 

CLOSED CLIMATE: The people aren/t excited about much of anything be

cause they seem to be getting nowhere fast. 


2.5.2 Organisational health 

A broader, more useful categorisation of the characteristics of school 
climate is found in the concept of organisational health proposed by Mat
thew Miles. According to Miles (in Sergiovanni &Starratt, 1983:60) a 
healthy school climate is one that exhibits reasonably clear and reasonably 
accepted goals (goal-focus); communication that is relatively distortion
free (communication adequacy); equitable distribution of influence to all 
levels of the organisation (optimal power equalisation); effective use of 
human and material resources (resource utilisation); comradeship among 
teachers (cohesiveness); high morale (morale); self-renewing properties 
(innovativeness); independence in taking actions instead of waiting 
(autonomy); easy adaptation to new situations (adaptation); and strong 
problem-solving capabilities (problem-solving). (Each of the ten dimensions 
of organisational health is placed within parentheses.) 

2.5.3 Sound organisational health - a pre-condition for staff development 

The following viewpoints expressed by researchers cogently sum up the need 
for a healthy school climate: 

o 	 "... the organisation should seek to provide a c1imatu and structure 
... that facilitate the process through which professional educators 
plan, implement, evaluate and accept responsibility for their profes
sional growth in-service" (Lovell &Wiles, 1983:184). 
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o Griffin (1983:416) has found that research and careful observation 
over several decades have shown that the setting characteristics 
(school climate) is one of the variables critical to staff develop
ment. 
The following working definition of school climate is given by Verma 
(1984:11) "Organisational climate refers to how open the communication 
is among teachers and administrators, how supportive the administrator 
is, how flexible the procedures to allow teachers to participate in 
staff development activities are" (author's emphasis). 

The relationship between supervisor and teacher has to be one of trust and 
openness so that communication is unhindered and natural. Communication 
will be enhanced if teachers are encouraged to participate in decision
making. Staff and subject committee meetings are ideal platforms that could 
be used to clarify the complexities of an innovation. 

A warm and supportive climate ensures permanent rather than cosmetic 
change. The principal's active support is essential for the success of a 
staff development effort. The extent of an administrator's interest in 
professional growth is reflected in the time and resources he makes avail
able (Rubin, in Verma, 1984:12). Bentzen (in Griffin, 1983:417) states that 
there is considerable support for the view that a supportive context is re
lated to a disposition for change. 

Griffin (1983:417) points out that leadl~rship is an important school 
climate variable. He believes that the leader must have knowledge of the 
organisation and its history as well as knowledge of the extent to which 
the organisation is receptive to new ideas and practices. 

Sergiovanni and Starratt (1983:68) relate leadership style to climate types 
in the following manner: 

o bureaucratic leadership is associated with a closed climate with low 

performance and satisfication; 

human relations leadership tends to be associated with a warm and . 

friendly climate having low performance and high satisfaction; and 


o 	 human resources leadership is related to a suppportive goal-oriented 
climate with high performance and satisfaction. 
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The educational manager's knowledge of and skill in staff development will 
determine the quality of the programme. This principle is discussed in the 
following paragraph. 

2.6 EDUCATIONAL MANAGER'S KNOWLEDGE AND SKILL FOR STAFF DEVELOPMENT 

A sound knowledge of adult learning theories, development stages, motiva
tion, leadership and group dynamics is a prerequisite for providing 
meaningful staff development episodes. Apart from this knowledge base, edu
cational managers need to participate in on-going education so as to con
stantly improve their managerial skills. Supervisor knowledge and skill is 
an area of much neglect, not only in Indian education but also in other ed
ucation departments and elsewhere in the world (Shah, 1985:278). 

Warn at (in Saludades, 1983:80) claims that too often in-service educators 
provide teachers with activities that lump them into homogeneous groups 
with the same expectations and learning outcomes. This does not imply that 
group activities are unsuitable. When group activities are arranged, the 
educational manager has to ensure that the group has more or less a common 
need and that group interaction will be appropriate. In the following para
graphs, attention will be given to important matters on which the educa
tional manager has to be knowledgeable. 

2.6.1 Knowledge of effective teaching behaviours 

The school has the central task of educating the child. Classroom instruc-. 
tion is the most important method of doing this. Staff development aims to 
improve the quality of instruction. Since the ultimate aim of st.lff devel
opment is to improve instruction, educational managers must of necessity 
know what constitutes "good teaching". Teaching is not only artistic but 
also scientific. Studies in recent years provide dependable knowledge about 
relationships between teacher behaviour and pupil learning (Brophy, 
1979:33). Having a good working knowledge of effective teaching behaviours 
will assist the educational manager to work towards creating suitable 
teaching models. 
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2.6.2 Knowledge of personnel 

The human resource is the most important in the educational enterprise. 
Therefore, the educational manager must get to know his teachers well. The 
following are four important details that an educational manager ought to 
know about a teacher: 

o the teachers's background; personal as well as educational. In-service 
education is a continuation of pre-service education, hence knowledge 
about a teacher's student-teaching experiences and his academic back
ground is invaluable (Doll, 1983:14); 

o the nature of the teacher's learning style (Wood &Thompson, 1980:376) 
and his level of cognitive development (Thompson &Wood, 1982:34); 

o the manner in which a teacher usually reacts to change and new ideas. 
This will depend on the teacher's "educational platform", a term 
Sergiovanni and Starratt (1983:304) use to describe the assumptions, 
theories and beliefs of a teacher; and 

o the experiences as well as the competence of a teacher so that he may 
be used as a resource to assist the new and inexperienced teachers. 

2.6.3 Skill in working with groups 

Apart from the one-to-one interaction between the educational manager and 
teacher, staff development activities are also organised in groups. This 
may be the entire staff, a subject committee or a group of teachers within 

"a department. The advantage of groupwork is that the power visibility of 
the educational manager is minimised and problem"'solving is emphasised be
cause of the acceptance of the concepts of colleagueship and the practice~ 
of peer observation and clinical supervision (Sergiovanni &Starratt, 
1983:152). 

The following are three important skills necessary for planning and im
plementing group activities: 

o 	 The first is the ability to communicate with teachers; to make 
teachers aware of the need to change and then support them during the 
change process. The most commonly used channe"j of communication is the 
meeting. The success of the meeting depends to a great degree on the 
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skill with which the discussion is handled (Lovell &Wiles, 1983:98). 
In commun1cating with teachers, the use of sound human relations prin
ciples cannot be ignored. The manner in which teachers are approached 
could make the difference. When etiquette is understood and followed, 
an atmosphere of mutual trust and understanding is more likely to 
prevail and permit an opportunity to enhance professional growth 
(Grossnickle &Thiel, 1981:2). 

o 80th interaction effectiveness and task effectiveness will give job 
satisfaction. This implies that the educational manager has to be 
skilled in promoting interaction patterns and affording teachers the 
opportunity to participate in decision-making so that they identify 
with and accept the tasks of the school (Sergiovanni &Starratt, 
1983:159-160). 

o The ability to plan activities with teachers to satisfy everyday needs 
(Joyce, in Mc Intyre, 1981:16). 

To plan and implement meaningful staff development programmes, the educa
tional manager requires the basic knowledge and skills discussed above. 
Collecting information about teacher's and helping them to refine their 
skills is a continuous process. 

2.7 TEACHERS AS STAFF DEVELOPERS 

The following ~rguments support the belief that competent teachers should 
be used as staff developers: 

o There is strong consensus amongst contemporary researchers that there 
exists great potential in collegial forms of staff development (Lam
bert. 1984:38). 

o Teachers more often solicit help from colleagues rather .than ad
ministrators on important professional issues (Croft. in Gorton. 
1983:263). 

• Personnel with specialised knowledge of staff development frequently 
cannot be employed because of a lack of funds. 

The literature uses the terms helping teacher, teacher leader, mentor and 
buddy teacher to refer to teachers who are used as staff developers. 
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2.7.1 Training of helping teachers 

The selection of helping teachers is best done in consultation with the 
staff. Two approaches could be used: 

o using a survey to determine competencies of the staff in the various 
areas requiring in-service (Hendee, 1976:163); and 

o using Doll's (1983:239) description of the able teacher, that is, one 
who is competent, a willing performer of the teaching function and not 
inhibited by deficient knowledge, understanding, skill or attitude. 

Helping teachers should be trained in the following: 

o 	 theory presentation 
o guiding teachers in lesson presentation 
o feedback and coaching (Joyce, in Lambert, 1984:39). 

2.7.2 Characteristics of helping teachers 

The following three characteristics have been selected from amongst the 
nine mentioned by Nelson (1977:76): 

.' 	 facility in human relations, an understanding of organisational be
haviour and effective ways of getting things done with other adults; 

• 	 an openness and approachability that inspire trust and confidence; and 
• 	 a tendency to listen with an open mind and to learn from others . 

2.7.3 Role of the helping teacher in staff development 

The role of the helping teacher could become difficult if staff attitudes 
indicate poor support for the idea. Therefore it is emphasised that staff 
support and involvement should be obtained prior to using helping teachers. 
Nelson (1977:72) observes that in practice the newly appointed teachers 
tend to be more receptive to the advice and assistance of the helping 
teacher whil$t experienced teachers are sometimes reluctant to accept guid 
ance from a fellow teacher who is younger because this poses a threat to 
their self-images. The principal has an important role to play in paving 
the way for the helping teacher to work with older teachers. 
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According to Marks (1983:3-5), the helping teacher could 

o serve as an effective change agent; 
develop a climate in which teachers may generate and perpetuate their 
personal development programmes; and 

o provide expertise to bridge the gap between theory and application. 

Schools have the greatest asset for staff development (teachers) but 
generally it is underutilised in assisting the school along the planned 
path of instructional revision and renewal (Byrne, 1983:3). 

Bentzen, Devany and Thorn (in Griffin, 1983:421) have concluded from their 
studies that using teachers to help other teachers to grow professionally 
is related to positive staff development outcomes. 

2.8 	 STAGES OF A STAFF DEVELOPMENT PROGRAMME 

The following general guidelines on staff development have been synthesised 
from the writings of various researchers: 

o 	 In-service programmes must be teacher oriented and teacher centred. 
o 	 Programmes should be characterised by diversity and flexibility. 
o Activities must be linked to each other and one year's activities must 

also be linked to that of the following year (Byrne, 1983:2). 
• 	 Programmes should focus on increasing knowledge of the teacher and the 

quality of teaching skills and also on changing attitudes through 
meaningful experiences (Caldwell &Marshall, 1982:26). 

o 	 A staff development policy should be formulated in co-operation with 
teachers and communicated to them on a regular basis (Bradley, 
1983:138). 

The stages in creating a staff development programme have been dis
tinguished for ease of analysis rather than to show that the stages are 
discrete and independent. The four stages that will be discussed are 

o 	 assessment of teach~r needs; 
o 	 designing a staff development programme; 
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o implementing the programme; and 
evaluating the programme. 

A staff development programme need not pass through the above-mentioned 
four stages sequentially, but may begin at any stage. 

2.8.1 Assessment of teacher needs 

Staff development needs are specific competencies (knowledge, skills and 
attitudes) of staff which they believe they have to learn more about, or 
which they have to improve on for their personal or professional growth 
(Saludades, 1983:7). 

Hoagland (1983:15) observes that the traditional method of needs assessment 
(where the supervisor determines the need by looking at "what is" and what 
"should be") is still in practice although research and the resulting 
theory pOint out that needs assessment is a much more complex process. 
Recent methods of needs assessment include techniques of collecting and 
analysing varied and complex information through interviews, group interac
tions and observation (Hoagland, 1983:47). 

2.8.1.1 Awareness and commitment 

Generally, needs assessment attempts to find out what teachers want, but 
the p~ocess pre-supposes that 

teachers know all that is available; 
teachers understand and can articulate what is needed; and 

o 	 teachers are self-confident enough to state this (Goddu et a1., 
1977:25). 

Since there will always be known needs and unknown needs, it is essential 
to draw up a table of several needs based on research findings on effective 
teaching (Cruickshank &Callahan, 1983:256-257). 

Roth 	 suggests that the total set be broken up into basic areas such as 
knowledge, instructional skills, parent-community relations, etc. The 
breakdown may appear artificial, but it makes the task of needs assessment 
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manageable. To obtain staff support and commitment, it is advisable to hold 
meetings to discuss 

• 	 the purpose and need of the staff development programme; 
• 	 the different content areas for staff development; and 
• 	 steps in the process of staff development (Sparks et al., 1985:159). 

Olivero (1976:195-196) uses the following questions to help teachers in 
self-analysis during needs assessment: 

• 	 What are we doing now that we really do well and ought to continue? 
• 	 What are we doing now that could give better results through refine

ment? 
• 	 What are we doing now that needs to be terminated? 
o What 	 are we doing now that needs immediate attention? 

2.8.1.2 Methods of needs assessment 

The following conclusions, inter alia, were drawn by Marshall and Caldwell 
(1984:29-30) when they compar,~d formal and informal methods of assessing 
needs: 

• 	 Formal and informal needs assessment procedures are equally valid. 
• 	 Forma 1 and i nforma1 needs assessment provide near i ndepe,ndent sets of 

information. 

The informal method involves on-going conversations with the teacher and 
pupils. The supervisor must try to identify the teaching staff1s needs from 
discussions. 

Formal methods involve 

o 	 planned classroom visits by the supervisor 
• peer observations 
• micro-teaching and analysis 
• use of a questionnaire 
• self-assessment techniques that are seldom used but effective (Iwaniki 

&McEachern, 1984:38). 
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Regardless of the method used, assessment must be done in collaboration 
with teachers. Once needs are identified, the next step is placing the 
needs in order of priority, so that the important ones receive attention 
first. This is followed by the selection of a series of related activities 
which are discussed below. 

2.8.2 Designing a staff development programme 

Leadership and decision-making regarding the design of staff development 
programmes are shared among teachers and management staff. This avoids the 
problem of having staff development seen as something done to educators 
rather than something they do for themselves (Wood et al., 1981:70). When 
planning the programmes, it is important to take cognizance of the 
organisational setting. Perry (1980:260) stresses the importance of match
ing staff development strategies to the organisational and environmental 
idiosyncrasies of the school. Designing involves the development of objec
tives, delivery modes, content, resources and a time frame. The designing 
stage is the most important, since it involves the detailing and completion 
of the task responsibilities which result in learning gain for pupils and 
professional growth for staff (Bishop, 1976:93). 

2.8.2.1 Needs/goals and objectives 

The need or goal statement gives direction but is an inadequate expression 
of specific tasks that have to be achieved. Hence, there is a need for 
short-term statements of goals called objectives. Objectives are the goals 
to be achieved and the specific behaviours to be taught and learned 
(Bishop, 1976:99). 

These objectives must be congruent with the goals or needs selected by thE' 
teacher. 

Three types of objectives may be distinguished, namely 

• 	 knowledge objectives which deal with learning and use of specific con
tent; 
strategies or skill objectives that pertain to new procedures for 
teaching; and 
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o attitude objectives which identify commitments, values and other ef
fective variables necessary for change (Wood et al., 1981:68). 

Since objectives are also intended to measure achievement of specific 
goals, they should be performance-based and should also specify the out
comes that participants are expected to achieve (Washington &Chisolm, 
1979:185). Many objectives may be formulated to satisfy a need of a teacher 
or group of teachers. They must be realistic and explicit. Furthermore, ob
jectives rated important by teachers must be selected. Harris (1980:55) 
cautions that it is better to do a little well than a lot poorly. Once a 
set of objectives has been selected, one or more activities are matched 
with each objective. 

2.8.2.2 Content for staff development programmes 

Content refers to the information or skill or competency to be studied in 
order to meet objectives (Bishop, 1976:99). Content directly related to 
needs becomes relevant and of immediate use to the teacher. Cont&nt does 
not only refer to "subject matter" but also includes information on certain 
teaching skills. The selection of content is best done jointly with the 
teacher. The supervisor works to increase the range of alternatives rather 
than to reduce the range (Sergiovanni &Starratt, 1983:327). 

The scope, breadth and depth of an in-service education programme are im
portant considerations for the educational manager. Teachers, having devel
oped to different stages in their thinking, will require content at dif
ferent levels. It cannot be assumed that a teacher knows nothing about a . 
selected content area. Not everyone will require introductory level con
tent; thus it becomes the educational manager's responsibility to provide 
mUlti-level content (Goddu et al., 1977:28). 

2.8.2.3 Delivery modes and activities 

Determining HOW the content is to be learned is difficult, because the 
theory of adult learning has to be put into practice. The commonly used 
delivery modes of staff development are self-study (full-time or part-time 
by correspondence), staff and subject committee meetings, clinical supervi
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sion, corporate c~rriculum planning, workshop, micro-teaching, peer obser
vation and consultations with superintendents. 

A delivery mode is also called a strategy or approach (Bishop, 1976:101). A 
delivery mode or ~trategy consists of plans for managing the learning en
vironment in order to provide learning opportunities and to meet objectives 
(Bishop, 1976:101). It is advisable to use a variety of appropriate ac
tivities such as demonstrations, lectures, brainstorming, buzz sessions, 
guided practice, and viewing of videos (Harris, 1980:77). A combination of 
activities could be used in a single strategy. 

Goddu et al. (1977:28) set out four criteria that each delivery mode should 
meet: 

0 there should be active participation by teachers; 
0 there should be time for exploration; 
0 there should be physical movement (constant sitting and listening 

could be boring); and 
0 provision should be made for individuals to progress at their own 

pace. 

Delivery modes may also be viewed as opportunities to build relationships . 
. Communication between participants and a time when teachers can interact 
freely and share what they are learning are equally important. 

2.8.2.4 Resources 

Resources are the media and materials to be used in connection with the 
selected objectives and content (Bishop, 1976:101). Resources include 
people such as helping teachers, educational managers, school psychologists 
and superintendents. Material resources are books, audiovisual aids, com
puters and software, .~nd specialist rooms such as the library, laboratory, 
workshop and art room. The availability of resources will facilitate the 
smooth running of activities. 
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2.8.2.5 Time frame 

A time frame is a specified period of time, designated by date and time, 
during which a teacher or group of teachers engage in planned activities 
(Harris, 1980:46). The design of staff development programmes entails the 
selection of objectives and activities which can be completed within a rea
sonable time frame. It is useful to establish at which points in the pro
gramme formative evaluation will be done. The time frame specifies the 
target date for summative evaluation. 

The design phase involves the selection of objectives to satisfy needs, 
content that is sequenced, appropriate delivery models, and resources, with 
no sequential action being specified. 

The above have to be planned within a reasonable (limited) time frame. 

The steps in the design phase is depicted diagramatically in figure 2.3. 

Figure 2.3 Steps in the design phase 
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2.8.3 IMPLEMENTATION OF STAFF DEVELOPMENT PROGRAMMES 

Before implementation, teachers are expected to be fully aware of 

o objectives they wish to achieve to satisfy their needs; 
o the activities in which they are to participate; 

the content to be covered in the activities; 
o the time frame; and 
o the criteria for evaluation. 

Implementation is critical and complex because of the "uncertainties" to be 
encountered. This is where problems related to negative attitudes, as well 
as programme and organisational structures may occur (Verma, 1984:11). It 
is the stage which requires change in the individual and in the organisa
tion, thus threatening the homeostasis of the system in which teachers 
work. 

Fullan and Pomfret (in Verma, 1984:11) made a study of the process of im
plementation and came to the conclusion that in-service training, resource 
support, feedback mechanism and participation in decision-making constitute 
vital forces in implementation. 

According to Bishop (1976:7), implementation involves installing, training 
and support. Installing refer!; to demarcating the area or identifying the 
need prior to training, which is followed by support to ensure that new 
teaching practices form part of the teacher's repertoire of teaching 
skills. 

2.8.3.1 Deficit model and developmental model as a basis for training 

The term training will be used -in its broadest sense, meaning to offer sup
port to the teacher to acquire teaching skills. Educational managers tend 
to use one or a combination of the deficit and developmental models. 

(a) Deficit model 

The deficit or defect approach to in-service training begins with the 
judgement of weakness, usually d'agnosed by an educational manager, and 
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proceeds to suggest a remedy for correcting the weakness (Jackson, 
1971:25). It is prescriptive and reduces the teacher's choice of alterna
tives. This model does away with the processes of staff development (Mc 
Laughlin & Berman, 1977:19). The model presumes that the educational man
ager knows all there is to know about the business of teaching and the 
teacher is seen as helpless. The model is particularly useful in pre
service training and in teacher induction. The teacher is viewed as 
primarily a consumer of knowledge. 

(b) Developmental model 

This model is based on the assumption that teaching is a complex and multi
faceted activity about which there is more to know than can ever be known 
by anyone person (Jackson, 1971:26). Therefore the motivation to learn is 
not to repair a personal defect but to seek more effective ways of teach
ing. The search for improving the quality of teaching implies educative 
growth or development of the teacher. The model is thus eminently suited to 
teachers who have gone beyond the induction period. 

The Rand Change Agent Study clearly found the second model to be the better 
approach to staff development (Mc Laughlin &Berman, 1977:192). Discussion 
on implementation will thus revolve around programmes for the individual 
teacher and programmes for a group of teachers. 

2.8.3.2 Implementing programmes for individual teachers 

Staff development activities are very personal and involve professionals 
(Bishop, 1976:9). The implication is two-fold; firstly, the training and 
support must be highly relevant, that is need related, and secondly, the 
activities should involve group interactions. The modes used for individual 
teachers will be discussed. 

(a) Clinical supervision 

Goldhammer and Cogan were responsible for the early testing and formulation 
of the "clinical cycle" (Harris, 1980:223). 
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Clinical supervision brings educational manager and teacher face to face to 
discuss classroom instruction with the intention of improving the quality 
of teaching and learning. The common strand in various plans for clinical 
supervision is that a sequence of steps or stages is followed. The basic 
steps that comprise the clinical supervision cycle are the following: 

o the pre-observation conference is used to obtain information regarding 
the teacher's objectives, planning, procedures and method of evalua
tion and to reach agreement on observation and in particular the be
haviours to be under focus; 

o 	 observation is a data-gathering stage; the emphasis is on recording 
the events as they occur in the classroom; 
the post-observation conference is a meeting used to provide feedback 
to the teacher, search for alternative practices and plan new proce
dures; 
the post-conference ana~ is the stage in which the educational 
manager reflects on the events that have taken place so far. This ef
fort indicates to the teacher that analysis of performance is ap
propriate for both educational manager and teacher and not just for 
teachers alone (Harris, 1980:225). 

The 	 advantages and disadvantages of clinical supervision are listed below: 

ADVANTAGES 

o 	 The focus is en the individual. 
The classroom is the laboratory. 

• 	 It is based on experiential learning . 

DISADVANTAGES 

o It is a time-consuming activity. 

It requires skilled educational managers. 


o 	 It is not useful for "seasoned" teachers. 
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(b) Coaching 

The concept of coaching was developed by Bruce Joyce and BeverlY Showers. 
They believe that teachers will put newly learned teaching skills to use if 
they are coached (Joyce &Showers, 1982:5). This delivery mode is based on 
experiential learning of a skill or new approach or strategy. The elements 
of this training model are as follows: 

(1) study of the theoretical basis or rationale of the teaching method 
(lecture/workshop); 

(2) observation of demonstration by competent personnel (peer observa
tion); 

(3) practice and feedback on a small scale (micro-teaching); 
(4) coaching in the classroom (clinical supervision). 

The problem of transfer occurs from step 3 to step 4. This problem arises 
because once a skill has been acquired, it needs to be transformed before 
it is transferred to the active repertoire (Joyce &Showers, 1982:5). A 
skill has to be transformed because each class of pupils is unique and 
therefore makes different demands on teachers. 

2.8.3.3 Group activities 

Generally, there are three types of meetings - one for the entire staff, 
another for a group of teachers teaching a subject or group of subjects, 
and one for management staff. 

(a) ~taff meetings 

The frequency and nature of staff meetings where the entire staff attend 
will depend on the needs of the school. In addition to getting staff in
volved in taking decisions on general school matters, the meeting could be 
used by the principal to offer educational guidance. He can motivate staff 
and cr'eate an atmosphere that will best advance andragogic and pedagogic 
objectives (De Witt, 1986:79). The staff meeti~g is the ideal occlsion for 
the pr'incipal together with a team of enthusiastic teachers to ledd a ses
sion ill an activity which has been determined from the needs asse5sment 
(Cawood &Gibbon, 1981:24). 
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(b) Subject meetings 

It is a meeting of teachers who share a common interest in the teaching of 
a particular subject. The size of the group will depend on the size of the 
school. The bigger the group, the greater the need for co-ordination. The 
main aim of subject meetings is to consider and discuss the teaching of a 
topic or sUbsection (De Witt, 1986:82). Open dialogue, in which the contri
bution of every member is valued and acknowledged, should be encouraged. A 
workshop format at subject meetings could be used to 

produce resource materials such as transparencies, worksheets and 
models for teaching; 

o review text and reference books; and 
o evaluate various methods of teaching a topic. 

(c) Management or cabinet meetings 

On-going training in managerial skills for management staff is necessary 
for effective administration of schools. Management staff, particularly 
those with experience, could lead dicussions and workshops on leadership, 
communication, decision-making, evaluation, and needs assessment. Such ac
tivities will be of great assistance to the newly appointed members. Cabi
net meetings are useful for planning and co-ordinating staff development 
activities that are balanced and coherent. 

(d) Corporate planning and preparation 

Curriculum in its broadest sense refers to the total effort of the school· 
to bring about desired outcomes (Saylor &Alexa.ndra, in Taba, 1962:9). This 
description is too broad to be of use. 

Sergiovanni and Starratt (1983:241) offer the following definition: "Cur
riculum is that which a student is supposed to encounter, study, practice, 
and master ,.," In addition to the subject matter to be studied, curriculum 
also consists of goals, objectives, teaching strategies, teaching 
resources, assignments and tests. 
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Curriculum development could occur at two levels. At the macro-level, aims 
and syllabi are written. The planning of how teaching is going to be done 
occurs at the micro-level. At the operational level, teachers alter, ex
pand, rearrange and reinterpret the curriculum (Serg;ovanni &Starratt, 
1983:24S). By working with teachers, educational managers can promote cur
riculum development. The involvement of teachers is essential (Taba, 
1962:439). 

When a teacher works with experienced colleagues or educational managers in 
writing objectives, selecting appropriate strategies, developing resources, 
and constructing tests and assignments, he acquires and sharpens his skills 
and also increases his knowledge. 

During the implementation stage the programme is constantly evaluated so as 
to make adjustments timeously. This process will be discussed in the fol
lowing section. 

2.8.4 Evaluation of staff development programmes 

Evaluation is an on-going activity. In the school context, evaluation may 
be done with different objectives. Evaluation may al so be done by different 
persons; teachers evaluate a pupil, the head of department may evaluate a 
teaching programme, the management team may evaluate the staff developnent 
programme. The evaluators use different procedures. However, for evaluation 
to be consistent, a yardstick or set of criteria is a sine qua non {Baden
horst, 1982:159}. 

This discussion will focus on evaluation of the staff development progranme 
as well as evaluation of the teachers' growth. Evaluation may be done at 
various points in the staff development programme (formative evaluation) 
and/or done at the end of the programme, which is termed summative evalua.
tion (Michael Scriven, in Sergiovanni &Starratt, 1983:26S). 

Bishop (1976:147) defines evaluation as 11 the process and standard used 
to assign worth or value to the evidence that has been collected". 

The concept of discrepancy is useful to indicate the difference between ex
pected outcome and achievement for a given objective (Bishop, 1976:147). 
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2.8.4.1 Purposes of evaluation 

Evaluation within the context of staff development is done to check on 
progress in attaining the objectives. Harris (1980:300-303) cites the fol
lowing as the purposes of evaluation: 

o to provide feedback to the participants of the programme; 
o to decide whether to continue or abandon the programme; and 
o to identify operational defects that can be eliminated. 

Bishop (1976:146) speaks of two other purposes: 

o to improve evaluation skills of educational managers and to produce 
evaluation instruments; and 

o to acknowledge that evaluation is an expected professional obligation. 

2.8.4.2 Requirements for evaluation 

For the evaluation process to be effective and meaningful the following are 
essential prerequisites: 

o The evaluator must possess sound knowledge of the theory surrounding 
evaluation and the use of evaluation instruments. Sergiovanni and 
Starratt (1983:287) divide skill in evaluation into three levels which 
they call technical skills. human skills and conceptual skills. 

o Objectives and criteria for evaluation have to be clarified with 
teachers well in advance. 

• The evaluator is advised to use a variety of data-gathering procedure5 
to obtain information on such contextual variables as communication 
patterns and incentives for staff development activities (Duke & 
Corno, 1981:97). 

o An appropriate instrument for evaluation should be r~adily available. 

2.8.4.3 Evaluative measures 

Bishop (1976:147) defines evaluative measures as "... the techniques or in
struments used to collect and ascertain the extent or nature of change that 
has occurred". 
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The commonly used evaluative instrument is a simple questionnaire (Harris, 
1980:317). Other method5 for collecting information are 

• 	 interviews that provide data on attitudes and reactions; 
• 	 tests that give information on skills and knowledge; and 
• 	 observation records that provide data on events and interactions in 

the classroom (Harris, 1980:318). 

2.8.4.4 Process of evaluation 

Figure 2.4 depicts the sequence in the evaluation process. 

Figure 2.4 Sequence in evaluation process 

Selecting evaluation criteria , Gathering 
dataand instruments / 

~/ 

Decision-making /, Analysing 
~nd 

interpreting 

The sequence clearly shows that evaluation is on-going and closely related 
to the other stages of staff development, viz. needs assessment, designing 
and implementation. 

2.9 	 CONCLUDING REMARKS 

The establishment of a staff development programme requires careful plan
ning with staff involvement, since activities are designed for teacher 
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growth. In this chapter, a body of theory was developed from the literature 
on staff development. 

This 	was done for two reasons: 

o 	 to develop a frame of reference or conceptual map of staff development 
principles so that programmes in practice may be evaluated; and 

o to use the theory as a reliable basis to formulate a model that could 
be used in practice. 

Research has shown that many a staff development programme failed to bring 
about changes in teachers. This chapter highlights the aspects that have to 
be considered when planning and implementing staff development programmes. 

2.10 SUMMARY 

The following aspects were discussed in this chapter: 

o applying the theory on adult iearning in practice; 
o being aware of change and the change process; 
o leadership of staff developers and their active participation; 
o the much neglected use of teachers in staff development; 
o the need to create a warm and supportive climate; 
o the planning, designing, implementing and evaluation of staff develop

ment programmes; and 
o essential management competencies for staff development. 

Although the four stages of staff development were discussed separately, it 
must be noted that they are closely interwoven. 

Schools are striving for excellence so that their products (pupils) are 
better prepared to meet the challenges of adulthood and the demands of a 
society that is becoming increasingly sophisticated. One way to imp~ove 
pupil learning is to help teachers develop and refine their skills to teach ¥ 
better. 
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CHAPTER 3 


EMPIRICAL INVESTIGATION ON EFFECTIVENESS OF STAFF DEVELOPMENT PROGRAMMES 

3.1 INTRODUCTION 

The empirical investigation was undertaken with the intention of gathering 
information on current staff development practices in Indian secondary 
schools in Natal and the Transvaal. 

From the literature study ten important principles of staff development 
were isolated (see chapter 2). 

Based on findings from both the empirical investigation and the literature 
study, a theoretical staff development model was designed to serve the 
needs of all educators in secondary schools (see chapter 4). 

The descriptive survey method was selected because it is appropriate to 
determine a common pattern or norm of a phenomenon (Leedy, 1980:97). This 
research method uses the process of "observation" by means of a question
naire followed by the systematic organisation and description of the data. 

By means of "survey research" large populations can be accommodated in a 
project by selecting and studying a sample from the population. The survey 
researcher is interested in the accurate assessment of the beliefs, 
opinions, attitudes and behaviour of people (Kerlinger, 1973:411). 

Oppenheim (1966:8) summarises the descriptive survey method as follows: 
"The purpose of the descriptivl! survey is to count. When it cannot count 
everything, it counts a representative sample and then makes inferences 
about the population as a whole." 

A questionnaire was used to co1lect information on teachers' percept~ons of 
staff development programmes. 
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The questionnaire is based on the necessity and relevance of ten points of 
departure or pl"inciples. Principles are not hypotheses but tested products 
of experience and investigation (Doll, 1983:230). These are 

o adult learning and growth 
o the change process 
o instructional leadership 
o a healthy school climate 
o use of helping teachers (mentors) .. teachers' needs assessment 
o designing programmes 
o implementing programmes 
• evaluating programmes 
• management competencies. 

3.2 	 DEVELOPMENT OF THE QUESTIONNAIRE 

Development of the questionnaire involved four stages, namely 

• 	 identification of factors that make staff development programmes ef
fective 

o 	 questionnaire construction 
o 	 pilot testing 
o 	 revision of questionnaire. 

3.2.1 Factors that make staff development programmes effective 

The ten paints of departure listed above could possibly be the factors th~; 
make staff development programmes effective. These factors make up ten of 
the twelve sections of the questionnaire. Teachers were asked to respond to 
statements in each of the twelve sections. 

3.2.2 Questionnaire construction 

Research'has a major purpose, namely to introduce a measure of certainty to 
knowledge which hitherto has been imprecise (Sumner, 1974:4), To achieve 
this greater precision the researcher relies on properly constructed 
measuring instruments which are relatively free from the researcher's bias 
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and fluctuations in the quality of the questions. The construction of the 
questionnaire required several revisions while being reviewed by experi
enced colleagues and after being tested on teachers. The following three 
practical guidelines were used to revise the questionnaire (Leedy, 

1980:99): 

• 	 The language must be unmistakably clear in soliciting what the resear
cher wishes to learn. 

• 	 The assumptions underlying the questions must be thoroughly inspected. 
• 	 Great care must be taken to eliminate the possibility of ambiguous 

questions. 
• 	 The questionnaire must be designed to fulfil specific research objec

tives. 

3.2.3 Pilot testing 

The earliest stage of pilot work involved lengthy unstructured interviews 
with colleagues on the factors that make the process of staff development 
effective. The information obtained from numerous discussions was then com
pared to the theory on staff development. This led to the sUb-division of 
the questionnaire into twelve sections, one of which is concerned with 
biographical information. 

The remainder of the pilot work consisted of the administration of the 
questionnaire to three different samples of ten teachers each to refine and 
modify the questionnaire to its final form" 

The letter of introduction (annexure A, page 176) was also piloted. 

3.2.4 Structure of the questionnaire 

The questionnaire is divided into twelve sections. Eleven sections have 
statements on which the opinions of respondents were required. The follow
ing are the twelve sections that make up the questionnaire: 
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• biographical information 
• adult learning and growth 
o the change process 
• instructional leadership 
o school climate 
o helping teacher 
o teachers' needs assessment 
o designing programmes 
o implementing programmes 
o evaluation 
o management competencies 
o programme effectiveness. 

3.2.5 The use of Likert-type items 

A major problem in social experimentation is in the area of measurement 
where it is difficult to measure something that is intangible. Hence, there 
is a need for caution when making inferences from data collected by lnstru
ments measuring attitudes alone. 

P~ychologists have tried to measure such dimensions by using scales that 
measure attitudes. Scales to measure attitudes were produced by Thurston in 
1919 and 1931, Likert in 1932, and Guttman in 1944 and 1947 (Sidowski, 
1966). 

Likert's method or some variation of it is widely used because numerical 
scales are easy to construct and apply and also facilitate handling of 
results (Guilford, 1954:265). Likert propcsed that respondents be asked to 
express the extent of their agreement with items instead of merely indicat
ing agreement or disagreement in an "all or none" fashion (Goodenough, 
1960:380). Finer grades of responses are p·armitted by extending the 
alternatives, for example, "Strongly agree", "Agree", "Disagree", "Strongly 
disagree" and "No response". Arbitrary weights ranging from 0 to 4 are as
signed to these ratings. 
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3.3 	 SAMPLING PROCEDURE 

The population of this study comprised teachers (level 1 educators) from 
Indian secondary schools located in Natal and Transvaal. 

3.3.1 Selection of schools 

A list of 106 schools (CS and S1) was compiled. There were 43 complex 
secondary schools (CS) and 63 Sl schools. The proportional-stratified ran
dom sampling procedure was used to select the schools for inclusion in this 
study. The strata consisted of 20 CS schools and 25 S1 schools, giving a 
total of 45 schools. The method of random sampling described by Leedy 
(1980:151) was used. 

3.3.2 Selection of respondents 

Most secondary schools have the following departments: English, Afrikaans, 
science subjects, commercial subjects and humanities. The principal of each 
school was asked to select respondents on the following basis: 

• 	 two teachers from each of the five departments; 
• 	 of the two teachers, one with 3-9 years' experience and the other with 

10-19 years' experience. 

Teachers with less than two years' experience were excluded from the 
sample, since they usuallY participate in an induction programme which is a 
special form of staff development. 

The above selection procedure ensured that a broad spectrum of teachers 
were involved in the study, that is: 

• teachers of all subjects; 
• teachers with different years of experience. 

3.4 	 RESPONSE TO COMPLETION OF QUESTIONNAIRES 

Table 3.1 indicates the number of questionnaires posted to schools and 
returned by principals. 
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Table 3.1 Questionnaires posted to schools and returned by principals 

School classification 	 Number Number Percentage
posted returned returned 

CS 200 153 76,5 
Sl 250 171 68,4 

TOTAL 	 450 324 72 

Ary, Jacobs and Razavieh (1972:171) mention a percentage of 70% returns of 
questionnaires as sufficient to validate research findings. The 72% return 
of the questionnaires thus validates the findings of this 'investigation. 

Permission to conduct the study was granted by the Executive Director of 
Education (see annexure B, page 177). Questionnaires were posted under 
covering letters \see annexuresA and 0, pages 176 and 183). Because 
of the initial poor response from principals, another letter reminding them 
to return the questionnaires was sent to schools (see annexure E, page 
184). 

3;5 ANALYSIS OF DATA AND INTERPRETATION OF RESULTS 

Questionnaires were analysed at the Computer Centre of the Stanger M L 
Sultan Secondary School. A colleague who teache\s computer studies wrote a 
suitable programme to obtain frequency distribution.) for each section or 
statement. Tables were compiled for each statement in sections 2 to 5. The 
respondents were asked to select one of the following options for each 
statement in sections 2 to 5: 

"Strongly agree", "Agree", "Di sagree", 
"Strongly disagree" and "No response". 

The difference between the mean scores was tested by using the method de
scribed by Mulder (1982:147) which is illustrated in annexure F, page 185. 

The tables below show the percentage of teachers who selected each of the 
options. Teachers with 3-9 years of experience will be called group A 
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teachers and teachers with 10-19 years' experience will be called group B 

teachers. 

SECTION 2: ADULT LEARNING AND GROWTH 


Statements in section 2 were used to establish whether management take cog

nizance of adult learning and growth theo"ries in staff development. 


STATEMENT 2.1: ADULT LEARNING AND GROWTH 

In helping me to improve my knowledge and skill in classroom instruction 
(teaching), management take into account my years of experience as a 

teacher. 


Table 3.2 indicates whether management take into account the teachers' 

years of experience when helping them to improve classroom instruction. 

Table 3.2 Consideration of years of experience in staff development 

Teaching experience 
Options Score 3-9 10-19 Total % 

No. % No. % 

No response 10 6,06 4 2,52 14 4,32 
Strongly disagree °1 10 6,06 10 6,29 20 6,17 
Disagree 2 29 17,58 16 10,06 45 13,89 
Agree 3 97 58,79 85 53,46 182 56,17 
Strongly agree 4 19 11,52 44 27,67 63 19,45

X- 2,8 3,05 2,9 
N 165 159 324 
s 0,73 0,80 

Deduct ions: " 

• 4,3% of teachers did not respond to this statement in the question
naire. 

• 70% of group A teachers and 81,1% of group B teachers agreed that 
their experience was considered in staff development programmes. 

• 20% of all teachers felt that their experience was ignored. 
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There is a significant difference between the mean scores of the two 
groups suggesting that more group B teachers agree with the statement 
than group A teachers. 

• 	 Staff development activities for group A teachers (with less experi
ence) not in accordance with their career stage could be meaningless. 

STATEMENT 2.2: ADULT LEARNING AND GROWTH 

In helping me to improve my knowledge and skill in classroom instruction 
(teaching), management give me reasonable time to learn and refine my 
teaching skills. 

Table 3.1 indicates whether management staff give adequate time to teachers 
to master teaching skills. 

Table 3.3 Adequacy of time for mastery of teaching skills 

Teaching eXQerience 
Options Score 3-9 10-19 Total % 

No, % No. % 

No response
Strongly disagree 
Disagree
Agree 
Strongly agree 

° 1 
2 
3 
4 
X

9 
6 

29 
106 

15 

5,45 
3,64 

17,58 
64,24 
9,09 
2,83 

13 
11 
23 
91 
21 

8,18 
6,92 

14,47 
57,23 
13,21 
2,84 

22 
17 
52 

197 
36 

2,83 

6,79 
5,25 

16,05 
60,80 
11,11 

N 165 159 324 
s 0,64 0,76 

Deductions: 

• 6,8% 	of teachers did not respond to this statement in the 
questionaire. 

• About 70% of the teachers agreed that they were given adequate time. 
• 	 About one fifth of the teachers felt that adequate time was not given 

to learn and refine skills. This reduces the effectiveness of the 

staff development programme. 
• There is no significant difference between the mean scores. 
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STATEMENT 2.3: ADULT LEARNING AND GROWTH 

In helping me to improve my knowledge and skill in classroom instruction 
(teaching), management take cognizance of my aptitude, abilities and knowl

edge. 

Table 3.4 shows whether management take cognizance of the aptitude, 
abilities and knowledge of teachers. 

Table 3.4 Consideration of teacher aptitude, abilities and knowledge 

Teaching exgerience 
Options Score 3-9 10-19 Total % 

No. % No. % 

No response 9 5,45 10 6,29 19 5,86 
Strongly disagree ° 1 8 4,85 13 8,18 21 6,48 
Disagree 2 25 15,15 16 10,06 41 ' 12,66 
Agree 3 92 55,76 79 49,69 171 52,78 
Strongly agree 4 31 18,79 41 25,78 72 22,22 

1 	 2,94 2,99 2,96 
N 165 	 159 324 
s 	 0,75 0,86 

Deductions: 

• 	 5,9% of the teachers did not respond to this statement in the 
questionnaire. 

• 74,6% of group A teachers and 75,5% of group B teachers indicated that 
management are aware of their abilities, aptitudes and knowledge. 

• 	 About 19% of the teachets disagreed with the statement. The programme 
could have failed to catur for their needs. 

• There is no significant difference between the mean scores. 

Responses to statements pertaining to adult learning and growth reveals: 

• The majority of school management personnel apply the principles of . 
adult learning and growth in staff development. 

• The effectiveness of staff development programmes ;s reduced in view 
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of the fact that about 20% of the teachers were not catered for in 
terms of their career stage and their learning style. 

SECTION 3: CHANGE PROCESS 


Three statements in this section were used to determine whether heads of 

department regard staff development as a change process. 


STATEMENT 3.1: CHANGE PROCESS 


When I change my teaching method or try a new approach, my head of depart

ment leaves me to my own resources. 


Table 3.5 reflects the extent to which the head of department provides sup

port in staff development. 


Table 3.5 Support given to teachers by heads of department 


Teaching exgerience 
Options Score 3-9 10-19 Total % 

No. % No. % 

No response 0 4 2,42 4 2,52 8 2,47 
Strongly cisagree 1 52 31,52 48 30,19 100 30,86 
Disagree 2 83 50,30 84 52,83 167 51,54 
Agree 3 20 12,12 19 11,95 39 12,04 
Strongly agree 4 6 3,64 4 2,52 10 3,09 

X-	 1,88 1,87 1,87 
N 	 165 159 324 
s 	 0,77 0,72 

Deductions: 

• 	 2,5% of the teachers did not respond to this statement in the 
questionnaire. 

• 	 82% of group A and 83% of group B teachers disagreed with the state
ment that they are left to their own resources when trying a new 
teachir.£ method. 

• 	 There is no significant difference between the mean scores of the two 
groups at the 1% level of significance. 
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• 	 The support given to teachers increased the effectiveness of staff de
velopment programmes. 

STATEMENT 3.2: CHANGE PROCESS 

When I change my teaching method or try a new approach, my head of depart
ment understands that change is gradual. 

Table 3.6 indicates whether the head of department understands that the 
change process is gradual. 

Table 3.6 Perception of change process by heads of department 

Teaching experience 
Options Score 3-9 10-19 Total % 

No. % No. % 

No response a 15 9,09 13 8,18 28 8,64 
Strongly disagree 1 5 3,03 6 3,77 11 3,40 
Disagree 2 16 9,70 12 7,55 28 8,64 
Agree 3 99 60,00 96 60,38 195 60,~8
Strong'ly agree 4 30 18,18 32 20,13 62 19,14 

X 	 3,03 3,06 3,04 
N 	 165 159 324 
s 	 0,67 0,68 

Deductions: 

• 8,6% of the teachers did not respond to this statement in the 
questionnaire. 

• 78,2% of group A teachers and 80:5% of group B indicated that their 
heads of department understood ttlat change is a gradual process. 

• There is no significant difference between the mean scores of the two 
groups (t < 2,576). 

• The perception that cnange is gradual shows that heads of department 
are patient and understanding in supporting teachers, thus making the 
programme effective. 
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STATEMENT 3.3: CHANGE PROCESS 

When I change my teaching method or try a new approach, my head of depart
ment realises that the process of change is influenced by my personality as 
well. 

Table 3.7 indicates whether the head of department realises that the pro
cess of change is influenced by personality as well. 

Table 3.7 Influence of teacher personality on process of change 

Teaching exgerience
Options Score 3-9 10-19 Total % 

No. % No. % 

No response 0 22 13,33 15 9,43 37 11,42 
Strongly disagree 1 14 8,48 4 2,52 18 5,56 
Disagree 2 22 13,33 21 13,21 43 13,27 
Agree 3 81 49,09 89 55,97 170 52,47 
Strongly agree 4 26 15,76 30 18,87 56 17,28

r: 2,83 3,00 2,92 
N 165 159 324 
s 0,84 0,68 

Deductions: 

11,4% of the teachers did not respond to this statement in the 
questionnaire. 

• 	 64,9% of group A teachers and 74,8% of group B teachers agreed that 
heads of department are aware that personality influences the process 
of change. 

• 	 There is no significant difference between the mean scores. 
• 	 Ignorance of teacher personality by the head of department or any 

other supervisor reduces his/her ability to create a suitable environ
ment for growth. 

Responses to statements in section 3 reveal that the majority of heads of 
department (about 80%) 
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• 	 accept that staff development is a change process in which teaching 
behaviours are modified; 

• 	 support teachers during the process of change; and 
• 	 realise that teacher personality affects the change process. 

SECTION 4: LEADERSHIP 

Three statements in section 4 were used to ascertain the leadership quality 
of management in instructional improvement. 

STATEMENT 4.1: LEADERSHIP 

Management perceive the existence of problems pertaining to teaching. 

Table 3.8 illustrates the extent to which management perceive the existence 
of problems pertaining to teaching. 

Table 3.S Management perception of teaching problems 

Teaching experience 
Options Score 3-9 10-19 Total % 

No. % No. % 

No response 16 9,70 9 5,66 25 7,72 
Strongly disagree °1 13 7,8S 11 6,92 24 7,41 
Disagree 2 30 IS, IS IS 11 ,32 48 14,81 
Agree 3 87 52,73 86 54,09 173 53,40 
Strongly agree 4 19 11,52 35 22,01 54 16,66 

X 	 2,75 2,97 2,86 
N 	 165 159 324 
s 	 0,79 0,81 

Deductions: 

• 7,7% of the teachers did not respond to this statement in the 
questionnaire. 

• 63,4% of group A teachers and 76,1% of group B teachers agreed that 
management perceives the existence of problems pertaining to teaching. 
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" 22,2% of all teach~rs felt that management fails to perceive the exis
tence of problems. 

• There is no significant difference between the mean scores at the 1% 
level of significance. 

o When supervisors fail to perceive the problems of teachers, the staff 
development programme they provide will be of little use. 

STATEMENT 4.2: LEADERSHIP 

Management staff display commitment to improving the quality of teaching. 

Table 3.9 indicates the extent to which management staff show commitment to 
improving the quality of teaching. 

Table 3.9 Conunitment by management to improving the quality of teaching 

Teaching exgerience
Options Score 3-9 10-19 Total % 

No. % No. % 

No response 10 6,06 9 5,66 19 5,86 
Strongly disagree °1 10 6,06 11 6,92 21 6,48 
Disagree 2 37 22,42 14 8,81 51 15,74 
Agree 3 87 52,73 89 55,97 176 54,33 
Strongly agree 4 21 12,73 36 22,64 57 17,59 

X- 2,77 3,00 2,88 
N 165 159 324 
s 0,76 0,79 

Deductions: 

o 5,9% of the teachers did not respond to this statement in the 
questionnaire. 

o 65,5% of group A teachers and 78,6% of group B teachers expressed the 
view that management are committed to improving the quality of teach
ing. 

o 22,2% of all teachers believed that management did not show commitment 
to improve teaching. 
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• 	 There is no significant difference between the mean scores of the two 
groups at the 1% level of significance (t < 2,576). 

• 	 A lack of commitment by management at improving the quality of in
struction seriously impairs any effort at staff development. 

STATEMENT 4.3: LEADERSHIP 

The 	 principal makes teachers aware of school goals. 

Table 3.10 indicates whether principals make teachers aware of school 

goals. 

Table 3.10 Principals' effort in making teachers aware of school goals 

Teaching experience 
Options Score 3-9 10-19 Total % 

No. % No. % 

No response 0 5 3,03 4 2,52 9 2,78 
Strongly disagree 1 4 2,42 8 5,03 12 3,70 
Disagree 2 13 7,88 8 5,03 21 6,48 
Agree 3 97 58,79 97 61,01 194 59,88 
Strongly agree 4 46 27,88 42 26,42 88 27,16 

X 	 3,16 3,12 3,14 
N 	 165 159 324 
s 	 0,67 0,72 

Deductions: 

• 2,8% of the teachers did not respond to this statement in the 
questionnaire. 

• 86,7% of group A teachers and 87,4% of group B teachers claimed that 
principals make teachers aware of school goals. 

• One of the results of staff development is organisational development 
and this could only occur when the principal makes teachers .aware of 
school goals. 
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Responses to statements in section 4 reveal that 

principals make teachers aware of school goals; and 
o about one fifth of all teachers felt that leadership is lacking in two 

respects, viz. perception of problems by management personnel and 
their commitment at improving the quality of teaching. 

SECTION 5: SCHOOL CLIMATE 


Three statements in this section were used to get an impression of school 

climate. Statement 5.1 was used to obtain an impression of the morale of 

teachers. 


STATEMENT 5.1: SCHOOL CLIMATE 


The morale of the teaching staff is high. 


Table 3.11 shows the extent of agreement/disagreement by teachers on the 

morale of teaching staff. 


Table 3.11 Morale of teaching staff 


Teaching exgerience
Options Score 3-9 10-19 Total % 

No. % No. % 

No response 0 7 4,24 15 9,43 22 6,79 
Strongly disagree 1 31 18,79 20 12,58 51 15,74 
Disagree 2 46 27,88 49 30,82 95 29,3"2 
Agree 3 57 34,55 54 33,96 111 34,26 
Strongly agree 4 24 14,55 21 13,21 45 13,89

X 2,47 2,53 2,50 
N 165 159 324 
s 0,98 0,91 

Deductions: 

• 6,8% of the teachers did 
questionnaire. 

not reJpond to this statement in the 
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.. 49,1% of group A teachers and 47,1% of group B teachers felt that the 
morale of teachers is high. 

.. 45% of all teachers disagreed with the statement that the morale of 
teachers ;s high. 

.. A high percentage of teachers (45%) have low morale and this severely 
hampers any staff development effort. 

o There ;s no significant difference between the mean scores of the two 
groups. 

STATEMENT 5.2: SCHOOL CLIMATE 

The relationship between teachers and management is harmonious. 

Table 3.12 shows the responses of teachers to the statement concerning the 
nature of the relationship between teachers and management. 

Table 3.12 Relationship between management and teachers 

Teaching eXQerience 
Options Score 3-9 10-19 Total % 

No. % No. % 

No response a 14 8,48 13 8,18 27 8,33 
Strongly disagree 1 23 13,94 17 10,69 40 12,35 
Disagree 2 45 27,27 37 23,27 82 25,31 
Agree 3 72 43,64 71 44,65 143 44,14 
Strongly agree 4 11 6,67 21 13,21 32 9,87 

X 2,47 2,66 2,56 
N 165 159 324 
s 0,84 0,87 

Deductions: 

.. 8,3% of the teachers did not respond to this statement in the 
questionnaire. 

.. 50,3% of group A teachers and 57,9% of group B teachers agreed that 
the relationship was harmonious. 
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37,7% of all teachers indicated that the relationship between manage

ment and teachers was not harmonious. 

Almost 38% of the teachers are unhap)y with the disharmonious rela

tionship between them and management. Such a relationship results in 

poor communication thus, making staff development objectives difficult 

to achieve. 


o 	 There is no significant difference between the mean scores of the two 
groups. 

STATEMENT 5.3: SCHOOL CLIMATE 

Management allows teachers to participate in decision-making in matters 
that concern teachers. 

Table 3.13 shows the extent of involvement of teachers in decision-maKing 
in matters that concern them. 

Table 3.13 Teacher participation in decision-making 

Teaching eXQeri~nce 
.Options Score 3-9 10-19 Total % 

No. % No. % 

No response 0 18 10,91 14 8,18 32 9,88 
Strongly disagree 1 31 18,79 20 12,58 51 15,14 
Disagree 2 43 26,06 42 26,42 85 26,23 
Agree 3 56 33,94 64 40,25 120 37,04 
Strongly agree 4 17 10,30 19 11,95 36 11,11 

X 	 2,40 2,57 2,48 
N 	 165 159 324 
s 	 0,95 0,89 

Deductions: 

o 9,9% 	of teachers did not respond to this statement in the question
naire. 

o 44,2% of group A teachers and 52,2% of group B teachers indicated that 
management give them the opportunity to be involved in decision
making. 
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o 42% of all teachers claimed that they are not involved in decision
making in matters that concern them. 

o Teachers will not implement decisions .enthusiastically when they are 
not part of the decision-making process. Hence staff development pro
grammes designed with little teacher involvement will not be effec
tive. Jardine (1986:81) rightly points out that participation in 
decision-making is one of the opportunities in which staff will learn 
to develop their skills. 

• There is no significant difference between the mean scores of the two 
groups. 

From 	 the responses on school climate one could infer the following: 

• 	 The majority of schools have a climate that borders on the closed 
type. Such a climate does not favour staff development. 

• 	 An appreciable percentage of teachers (45%) believe that teacher 
morale is low. 

o About 40% of teachers believe that relationships between teachers and 
management are not harmonious. 

• 	 A little over 40% of the teachers felt that they were ignored by man
agement in decision-making. 

Each item or statement in sections 6 to 10 refers to a managerial action in 
the process of staff development. These managerial actions are meaningful 
only if taken together. Therefore t the frequency of their combined usage is 
determined by taking the sum of the ratings in each section. Hence t the 
score for each respondent can lie between 0 and 12 if there are three items 
in a section or between 0 and 8 if there are two items. 

When dealing with large masses of data, it is desirable to arrange the data 
in compact form so that vital relationships can be easily observed (Spiegel 
1972:27). 

Scale values were used as weights for responses in the following manner for 
sections 6 to 10: 
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Always 4 

Often 3 

Sometimes 2 

Rarely 1 

Never ° 
The method described by Mulder (1982:28) was used to calculate standard 
deviations (see annexure G, page 186). 

SECTION 6: HELPING TEACHERS 

In section 6, three items were used to obtain a measure for the extent to 
which helping teachers are used in staff development. The scores, which 
range from 1 to 11, are arranged in six intervals as shown in table 3.14. 

Table 3.14 	 Election, training and use of helping teachers ("buddy 
teachers") 

Score 
Teaching 

3-9 
eXRerience 

10-19 Total % 
No. % No. % 

0-1 2 1,21 1 0,63 3 0,93 
2-3 37 22,42 30 18,87 67 20,68 
4-5 67 40,61 57 35,85 124 38,27 
6-7 41 24,85 49 30,82 90 27,78 
8-9 16 9,70 20 12,58 36 11,11 

10-11 2 1,21 2 1,25 4 1,23
X 	 4,96 5,31 5,13 
N 165 	 159 324 
s 	 1,97 2,03 

Deductions: 

• 	 The table shows more low scores than high scores. This implies that 
the election, training and use of helping teachers is not a common 
practice. 

• The mean scores of both groups is close to 5. 
• It could be deduced that management provide little opportunity to 

level 1 educators to lead staff development activities. 
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• There is an abundance of talent in any school staff which could be 
used to the berefit of all. Staff development programmes will not gain 
support if such talent is ignored. 

• There is no significant difference between the mean scores. 

SECTION 7: TEACHER NEEDS ASSESSMENT 

Two items were used to determine the manner in which needs are assessed. 
Scale values were used as in section 6. The score for each respondent is 
the sum of the ratings on the two items. Scores range from 1 to 9. 

Table 3.15 Needs assessment and prioritisation of needs 

Teaching eXQer~ence 
Score 3-9 10-19 Totdl % 

No. % No. % 

0-1 19 11,52 18 11 ,32 37 11 ,42 
2-3 30 18,18 20 12,58 50 15,43 
4-5 59 35,76 58 36,48 117 36,11 
6-7 40 24,24 43 27,04 83 25,62 
8-3 17 10,30 20 12,58 37 11 ,42 
X 4,57 4,84 4,70 

N 165 159 324 

s 2,28 2,31 


Deductions: 

• 
• 

• 

• 

The mean scores for both groups is close to 5. 

The mean score of.4,70 for the total confirms that an appreciable per

centage of teachers {37%} feel that needs are not assessed jointly by 

both teachers and educational managers. 

26,8% of all t~achers indicated that needs are assessed by the super

visor without consultation with the teacher. This one-sided approach 

t~ needs assessment fails to obtain teacher commitment to professional 

growth. 

There is no significant difference between the mean scores. 
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SECTION 8: DESIGNING STAFF DEVELOPMENT PROGRAMMES 

Two items (8.1 and 8.2) were used to determine the manner in which staff 
development programmes are designed for teachers. Scale values were used 
for each option. The score for each respondent is the sum of the scores on 
the two items. Scores range from 1 to 9. 

Table 3.16 Formulation of objectives and setting of target dates 

Score 
Teaching eXQerience 

3-9 10-19 Total % 
No. % No. % 

0-1 23 l3,94 24 15,09 47 14,51 
2-3 43 26,06 28 17,61 71 21,91 
4-5 59 35,76 54 33,97 113 34,88 
6-7 35 21,21 43 27,04 78 24,07 
8-9 
X 
N 

5 
3,97 

165 

3,03 10 
4,34 

159 

6,29 15 
4,15 

324 

4,63 

s 2,09 2,28 

Deductions: 

• The mean scores for both groups is close to 4. This indicates that ob
jectives and the target dates are not always determined when pro
grammes are designed. 

.. About 28,7% of the teachers indicated that objectives are framed and 
target dates set for the achievement of such objectives. 

• There is no significant difference between .the mean scor~s. 

• Where short-term goals (objectives) are not defined, the staff devel
opment programme will lack direction, thus making it less effective. 

Three items (8.3.1, 8.3.2 and 8.3.3) were used to establish the frequency 
with which management-directed teacher growth strategies are 1sed. These 
are clinical supervision, focused classroom observations and workshops. 
Scale values were assigned to each item and the score for each respondent 
is the sum of the scores on three items. Scores range from 1 to 12. 
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Table 3.17 Management-directed staff development activities 

Teaching exgerience 
Score 3-9 10-19 Total % 

No. -% No. % 

0-1 5 3,03 6 3,77 11 3,4 
2-3 14 8,48 10 6,28 24 7,41 
4-5 34 20,61 22 13 ,84 56 17,27 
6-7 55 33,33 59 37,11 114 35,18 
8-9 38 23,03 45 28,30 83 25,62 

10-11 11 6,67 14 8,81 25 7,72 
12-13 8 4,85 3 1,89 11 3,4

X 6,59 6,78 6,68 

N 165 159 324 

s 2,65 2,47 


Deductions: 

• 	 The relatively high mean of almost 7 indicates that the above 

strategies are -often used. 


• 	 71,9% of all teachers indicated that management-directed strategies 
are used often or always. 

• 	 Accentuation of management-directed staff development activities to 
the neglect of teacher'-directed activities reduces the effectiveness 
of the programme. Koehler (1989:221) points out that supervisors are 
realising that teachers are the ultimate directors of their own 
professional growth. 

• There is no significant difference between the mean scores. 

Five items (8.3.4 to 8.3.8) were used to determine the frequency with which 
teacher-directed strategies are used. Scale values were used as weights for 
the options. The score for each respondent is the sum of the ratings on all 
five items. Scores range from 0 to 19 and are distributed over ten categor
ies . 

..., 
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Table 3.18 Teacher-directed staff development 

Score 
Teaching

3-9 
ex~erience 

10-19 Total % 
No. % No. % 

0-1 16 9,70 20 12,58 36 11,11 
2-3 
4-5 
6-7 

24 
23 
35 

14,55 
13,94 
21,21 

16 
17 
32 

10,06 
10,69 
20,13 

40 
40 
67 

12,35 
12,35 
20,68 

8-9 
10-11 

26 
26 

15,76 
15,76 

23 
26 

14,47 
16,35 

49 
52 

15,12 
16,05 

12-13 8 4,84 11 6,92 19 5,86 
14-15 2 1, 21 7 4,40 9 2,78 
16-17 
18-19 

X 
N 

2 
3 
6,73 

165 

1,21 
1,82 

5 
2 
7,30 

159 

3,14 
1,26 

7 
5 
7,01 

324 

2,16 
1,54 

s 3,99 4,42 

Deductions: 

o A mean score close to 7 was obtained for both groups and this indi
cates that teacher-directed strategies are rarely used in staff devel
opment. 

o About 28% of all teachers indicated that peer-group strategies are 
used sometimes or often or always. 

o Greater use of teacher-directed strategies gives a sense of ownership. 
o A balance between management- and teacher-directed strategies has to 

be maintained by monitoring the successes and failures of the ac
tivities (Doll, 1983:227-228). 

o There is no significant difference between the mean scores. 

SECTION 9: IMPLEMENTATION OF STAFF DEVELOPMENT PROGRAMMES 

Three items were used to obtain information on the implementation of staff 
development programmes. The score for each respondent is the sum of thE! 
ratings on all three items. The scores range from 1 to 12 and are arranged 
in seven categories. 
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Table 3.19 Sharing of experience, nature of support and feedbacK during 
implementation of staff development programmes 

Teaching exgerience 
Score 3-9 10-19 Total % 

No. % No. % 

0-1 3 1,82 8 5,03 11 3,40 
2-3 17 10,30 10 6,29 27 8,33 
4-5 27 16,36 17 10,69 44 13,58 
6-7 41 24,85 41 25,79 82 25,31 
8-9 49 29,70 39 24,53 88 27,16 

10-11 23 13,94 27 16,98 50 15,43 
12-13 5 3,03 17 10,69 22 6,79

X 6,99 7,54 7,26 

N 165 159 324 

s 2,70 3,12 


Deductions: 

o 71,5% of group A teachers and 78% of group B teachers produced scores 
of greater than 5. 

o In the main, responses indicate (a) sharing of expertise, (b) that 
management playa supportive role in staff development activities and 
(c) that regular feedback on progress is given to teachers. 

o There is no significant difference between the mean scores. 
• About 25% of the teachers were not satisfied with the fault-finding 

approach, lack of support and poor feedback during the implementation 
stage. 

SECTION 10: EVALUATION 

Three items were used to obtain inf()rmation on evaluation in staff develop
ment. The score for each respondent is the sum of the ratings on all three 
items. Scores range from 1 to 12. 
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Table 3.20 Formative and summative evaluation in terms of evaluation 
criteri a 

Teaching exgerience 
Score 3-9 10-19 Total % 

No. % No. % 

0-1 
2-3 

18 
31 

10,91 
18,78 

20 
23 

12,58 
14,47 

38 
54 

11,73 
16,67 

4-5 
6-7 
8-9 

10-11 

44 
38 
24 
9 

26,67 
23,03 
14,55 
5,45 

31 
38 
33 
9 

19,50 
23,90 
20,75 
5,66 

75 
76 
57 
18 

23,15 
23,46 
17,58 
5,56 

12-13 
X 

1 
5,11 

0,61 5 
5,61 

3,14 6 
5,35 

1,85 

N 165 159 324 
s 2,79 7,12 

Deductions: 

o 56,4% of group A teachers and 46,5% of group B teachers had scores of 
5 or less. This implies that about half the number of respondents ex
pressed the view that evaluation is done at most "sometimes". 

o 	 In schools where evaluation is not done, management staff will not be 
able to judge the effectiveness of their staff development pl"ogrammes. 

o There is no significant difference between the mean scores of the two 
groups. 

SECTION 11: MANAGEMENT COMPETENCIES 

Three items were used to measure the level of management competency in 
staff development as perceived by teachers. The four levels of rating are 
as follows: 

High - 4 
Above Average - 3 

Average - 2 

Below Average - 1 

Low - ° 
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The score for each individual ;s the sum of the ratings on all three items. 
Scores ranging from 1 to 12 are arranged in seven categories. 

Table 3.21 Management competencies in staff development 

Score 
Teaching

3-9 
eXQer;encg 

10-19 Total % 
No. % No. % 

0-1 5 3,03 6 3,77 11 3,40 
2·3 10 6,06 10 6,29 20 6,17
4-5 34 20,61 19 11,95 53 16,36 
6-7 60 36,36 49 30,82 109 33,64 
8-9 31 18,79 39 24,53 70 21,60 

10-11 17 10,30 19 11,95 36 11,11 
12-13 8 4,85 17 10,69 25 7,72 

X 6,74 7,39 7,06 
N 165 159 324 
s 2,65 2,97 

Deductions: 

• There are more high scores than low scores which ;s confirmed by a 
mean score of 7. 

• This implies that the level of management competencies in staff devel
opment ranges from average to high. 

• There is a Significant difference between the mean scores of the two 
groups at the 1% level of Significance, which suggests that group A 
teachers did not rate their supervisors as highly as grJup B teachers. 

• The effectiveness of staff development programmes is greatly in
fluenced by the level of management competence. The observation that 
only 19% of teachers rated management competencies highly underscores 
the need for management staff to understand the theory and practice of 
staff development. 

SECTION 12: EFFECTIVENESS OF STAFF DEVELOPMENT PROGRAMMES 

Two statements in this section were used to determine the support for the 
concept of staff development and its effectiveness in helping teachers im
prove the quality of instruction. 
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STATEMENT 12.1: DO YOU SUPPORT THE CONCEPT OF STAFF DEVELOPMENT? 

Table 3.22 reflects the responses of teachers to statement 12.1. 

Table 3.22 Support for staff development 

Teaching exgerience
Options Score 3-9 10-19 Total % 

No. % No. % 

No ° 10 6,06 11 6,92 21 6,48 
Yes 1 155 93,94 148 93,08 303 93,52 

N 165 159 324 

Deductions: 

o The majority of teachers (over 90%) support the concept of staff de
velopment. 

o Responses from both groups show a close correlation. 

o The overwhelming support for the concept ;s an encouraging point of 
departure since this is an essential prerequisite. 

STATEMENT 12.2: INDICATE THE EXTENT TO WHICH THE STAFF DEVELOPMENT PRC
GRAMME IN YOUR SCHOOL HAS HELPED YOU TO IMPROVE THE QUALITY OF YOUR TEACH
ING. 

Table 3.23 indicates the responses of teachers relating to the" effec
tiveness of staff development programmes. 
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Table 3.23 Effectiveness of staff development programmes 

Teaching eXQerience 
Options Score 3-9 10-19 Total % 

No. % No. % 

Has been of no use 5 3,03 12 7,55 17 5,25
Hardly made a dif- ° 

ference 1 42 25,45 40 25,16 82 25,31
Uncertain 2 50 30,30 28 17,61 78 24,07 
Helped to an appre

ciable degree 3 60 36,36 63 39,62 123 37,96 
Helped considerably 4 8 4,86 16 10,06 24 7,41

X 2,15 2,19 2,17 
N 165 159 324 
s 0,96 1,15 

Deductions: 

o 41,2% of group A teachers and 49,7% of group B teachers stated that 
the staff development programme in their schools helped them to im
prove the quality of teaching through guidance and support in planning 
and preparation as well as in classroom teaching. The commonly used 
strategies were clinical supervision, workshops and to a lesser degree 
such strategies as micro-teaching, peer supervision, self-evaluation, 
professional reading and corporate curriculum planning. 

o It is disturbing to note that about 24% of the teachers were uncertain 
as to the effectiveness of staff development programmes. About 31% of 
the teachers felt that the programmes were of little or no value to 
them. 

o There is no significant difference between th~ mean scores at the 1% 
level of significance, suggestin~, consensus in the responses of both 
groups of teachers. 

3.6 EFFECTIVENESS OF STAFF DEVELOPMENT PROGRAMMES 

In determining the effectiveness of a staff development programme one needs 
to conduct an evaluation of the programmes. This process requires criteria 
against which a comparison can be mad!:. In chapter 2, ten criteria were 
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identified as essential requirements for an effective staff development 
programme. The empirical investigation provides insight into current prac
tices in staff development. 

In determining programme effectiveness, the following were evaluated: 

o the extent to which staff development programmes are based on the ten 
principles discussed in chapter 2; and 

o the degree to which programmes have helped teachers improve their 
quality of instruction. 

3.6.1 Application of the ten principles of staff development in practice 

The ten principles are grouped into two categories: . 

(I) the five context variables: 
o adult learning and growth 
o change process 
o instructional leadership 
o school climate 
o management competencies. 

(2) the five process variables: 
• use of helping ("buddy") teachers 
o needs assessment of teachers 
o designing/planrdng a programme 
o implementing the programme 
o evaluation. 

Seven steps, which are managerial actions, could be distinguished in the 
process of staff development. These seven steps are listed below: 

o Engage the services of helping teachers. 
o Make a needs assessment of teachers. 
o Formulate objectives and set target dates for achievement of objec

tives. 
o Select management-directed staff development activities. 
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Select teacher-directed staff development activities. 

Implement the programme. 

Conduct evaluation. 


3.6.1.1 Context variables 

Table 3.24 reflects the percentage of teachers who agreed/disagreed with 
the positive effects of the five context variables on staff development 
programmes in their schools. 

Table 3.24 	 Average percentage of teachers who agree/disagree that the man
agerial actions concerning the five cont.ext variables have pos
itive effects 

Cont&xt variables 	 Agree Disagree No responst! 

Adult learning and growth 74 20 6 
Change .process 77 15 8 

Instructional leadership 76 18 6 
School climate 50 42 8 

Management competencies 74 26 

A graphical representation of the information in table 3.24 is presented 
in figure 3.1 on the next page, where the percentage of teachers who agreed 
on the positive effects of the context variables are listed along the 
horizontal axis. 

The majority of teachers expressed positive v~ews on each context variable 
except for school climate. The following generalisations can be made from 
figure 3.1: 
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Figure 3.1 Percentage of teachers who agree on the positive effects of the 
five context variables 
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• 	 Management take cognisance of the years of experience of teachers, 
their abilities and aptitudes and also provide reasonable time for 
teachers to refine and oevelop their teaching skills. 

• 	 Heads of department understand that th~ change process is gradual and 
is affected by the teacher's personality. 

• 	 Management perceive the existence of instructional problems, display a 
commitment to improving the quality of teaching and work towards 
achieving school goals. 

• 	 Management competencies in staff development are rated as "above aver
age~. 

About 42% of the teacher) expressed the view that the school climate 
is not conducive to staff development because of the following: 
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morale of teachers is low; 

relationship between teachers and supervisor is not harmonious; and 

teachers are not allowed to participate in decision-making in mat

ters that concern them. 


The percentage of teachers who gave negative responses to the remain
ing context variables are as follows: adult learning and growth - 20%; 
change process - 15%; instructional leadership - 18%; management com
petencies - 26%. 

3.6.1.2 Process variables 

Table 3.25 shows the extent to which the seven management actions are used 
in staff development programmes. 

Table 3.25 	 Percentage of teachers who observed the use of the seven man
agement actions (process variables) 

Managerial actions At least Rarely or 
(process variables) sometimes never 

( 1 ) Elected helping teachers, trained 
them and used them as resources 40 60 

(2) Conducted needs assessment jointly 
and prioritised needs 73 27 

(3) Formulated objectives and set 
target dates 64 36 

(4) Used management-directed staff 
development activities 72 28 

(5) Used teacher-directed staff 
development 28 72 

(6) Shared knowledge and skills and 
provided support and feedback 75 25 

(7) Evaluation done in terms of 
criteria 48 52 
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Figure 3.2 depicts the percentage of teachers who selected the option 
"sometimes" or "often" or "always" to indicate the frequency of use in 
staff development. 

Figure 3.2 	 Percentage of teachers who indicated that management used the 
seven steps (process variables) in staff development 
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Process variables 

A study of figure 3.2 reveals that the fo11~wing "good" practices are used 
to a limited degree: 

o Buddy or helping teachers are used. 
o Teacher needs are assessed jointly by the educational manager and 

teacher and placed in order of importance (prioritised). 
o Teacher growth objectives are written and target dates are set. 
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The following is also evident: 

Most of the staff development activities are directed by educational 
managers. 

• During implementation of the programme, emphasis falls on sharing of 
knowledge and experience. 

• Teacher-directed strategies are not in common use. This correlates 
positively with the observation that only 40% of the teachers indi
cated that buddy teachers are used for academic and personal support. 
Only half the teachers indicated that management used evaluation pro
cedures to ascertain the effects of the programme. 

3.6.2 Support for the concept of staff development and its effectiveness 

Teachers expressed overwhelming support for the concept of staff develop
ment. This implies that they appreciate the need for staff development. 
Figure 3.3 shows the percentage of teachers who found the programmes help
ful. 

Figure 3.3 
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About 45% of the teachers found the programmes helpful. The remaining 
teachers (55%) were either uncertain (24%) or found the programmes to be of 
little use (25,3%) or of no use at all (5,3%). 

In order to explain the observation that about 55% of teachers are not con
tent with the effectiveness of the programmes, one has to examine the con
text and process variables. 

The only context variable rated poorly by many teachers (42%) is school 
climate. This is a crucial variable that underpins the entire staff devel
opment effort. Poor interpersonal relationships between teachers could lead 
to conflict situations. Low teacher morale is a manifestation of a poor 
school climate. A healthy school climate frees the teacher and educational 
manager to work fully on educational matters (Sergiovanni &Starratt, 
1983:56). It also engenders mutual exchange of ideas and information 
amongst teachers. It is only in a positive climate of trust and col
legiality that teachers can support each other. When teachers learn to 
value and trust each other, the stage is set for staff development (Gal
loway et a1 ., 1980:262). 

From figure 3.2 one could deduce that staff development programmes lack the 
use of help"ing teachers as resource people. Limited involvement of teachers 
in planning and directing staff development activities could contribute to 
low teacher commitment. 

Zigarmi and associates (1977:545-551) found that teachers preferred staff 
development activities that involved peer interaction. When teachers par
ticipate as planners and decision-makers in in-service education they 
regard the experiences as relevant and meanJhgful (Dawson, 1978:49-60). 

Evaluation during and at the conclusion of a staff development programme is 
vital to determine progress and the extent to which objectives are at
tained. About 50% of the teachers indicated that evaluation is done rarely 
or not at all. This neglect of evaluation is responsible for management not 
being aware of the success or failure of staff development efforts. 

-
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3.7 Concluding remarks 

In this chapter, the empirical data collected by means of the questionnaire 
was analysed and interpreted. Thereafter staff development practices were 
evaluated against the ten principles postulated in chapter 2. The observa
tion that only 45% of the teachers found the programmes to be useful led 
the writer to seek an explanation for this relatively low level of satis

faction. 

The following four factors were identified as strong contributory factors 
for the relatively low "happiness quotient": 

• a school climate that does not facilitate the implementation of pro
grammes; 

• limited use of teachers as staff developers; 
• emphasis on management-directed activities such as classroom observa

tions and workshops to the neglect of teacher-directed activities such 
as peer observation, corporate planning and preparation, micro
teaching and self-evaluation; and 

• evaluation that is not done consistently and not guided by a set of 
criteria that are mutually agreed upon by both teacher and educational 
manager. 

Teachers had to respond to 38 statements in the questionnaire. The informa
tion from the survey is presented in 25 tables. The analysis reveals that 
there is no significant difference between the mean scores in 19 out of the 
22 comparisons. This implies that the type of responses is independent of 
the teaching experience of the respondents. 

The study was undertaken with three aims: 

• to identify the factors determining effective staff development 
programmes; 

• to determine the effectiveness of the programmes in helping teachers 
to better execute their professional tasks; and 

• to pr~duce a theoretical staff development model. 
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The theoretical staff development model based on findings from the survey 
as well as on the literature study ;s described in chapter 4. 
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CHAPTER 4 


A MODEL FOR STAFF DEVELOPMENT IN INDIAN SECONDARY SCHOOLS 


4.1 INTRODUCTION 


The third aim of this study is to develop a theoretical staff development 
model that takes into account the present practices of staff development in 
secondary schools as well as research findings. 

The literature on staff development describes factors, materials and tech
niques that make staff development programmes effective, but authors usual
ly do not deal with the total system of staff development (West, 1977:37). 

However, the model presented in this chapter covers the total system of 
staff development, namely the contextual and the process variables dis
cussed in chapter 3. The working of the model is illustrated with practical 
examples so that the model could be readily and easily adapted to suit the 
needs of a particular school. 

Professional activities are job related and are meant to help teachers in 
the performance of their daily tasks. In this process the teacher has to be 
respected as a professional who is allowed the same professional autonomy 
that practitioners in other professions enjoy at present. Hence, there 
should be less, not more technical control of teachers. Inspection and 
quality control should be replaced by processes that enable teachers to 
gain insights, acquire understandings and exercise.'a measure of control 
over their own teaching (Symthe, 1984:425). 

The educational manager considers himself a helper to the teacher. The im
plicit assumption is that the teacher has the talent, interest and ability 
to do a good job and that the educational manager's role is to reduce the 
administrative barriers, as well as personal inhibitions, doubts, fears and 
insecurities (Mosher &Purpe1, 1972:19). The educational manager also has 
the important task of helping the teacher to evaluate his progress during 
staff development. The model has been developed on six basic assumptions. 
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4.2 ASSUMPTIONS 

4.2.1 Helping teachers 

Each subject committee or a joint committee of different subjects (where 
such teams have few members) will elect a helping teacher or "buddy 
teacher". The helping teacher will work closely with the head of department 
on curriculum matters. This will provide excellent training for those 
teachers who are aspiring to the promotion post of head of department. Com
petence in teaching will be the main basis on which helping teachers will 
be elected. They will also receive training in coaching teachers. The con
cept of helping teacher has many advantages. The helping teacher could, in
ter alia, 

o share his expertise with colleagues; 
o assist the head of department, thus giving the latter more time to at

tend to other matters; 
o help with teacher induction; and 
o gain experience in administering a subject department. 

It is suggested that helping teachers be given a reduced teaching load so 
that they could give professional support to the other teachers. 

4.2.2 Staff development team 

A staff development team ~omprising the principal, deputy principal/s, 
elected heads of department and helping teachers will be responsible for 
staff development at full staff level. 

4.2.3 Levels at which staff development will be done 

Staff development will be undertaken at four levels and these are the man
agement level, full staff level, group level and individual level. 

4.2.4 Obtaining teacher commitment 

One of the characteristics of a professional orientation as cited by H,)y 
and Miskel (1983:111) is that professionals exert control over themselves 
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by self-imposed standards and peer group surveillance. It is assumed that 
teachers will realise that the nature of their work is such that life-long 
growth is imperative. They must accept that self-development ;s an essen
tial aspect of a teacher's career. Furthermore, teachers have to be com
mitted to changing and refining their skills. This commitment will remain a 
challenge throughout their teaching careers. The principal can convince 
teachers that management staff are facilitators who bring about change by 
building a relationship of trust and sincerity with them. Teacher commit
ment demands that teachers take responsibility for their own continued 
growth. Commitment has to be authentic and has to be characterised by a 
genuine desire to improve the quality of teaching. A staff development pro
gramme will have considerable promise if teachers and members of top man
agement work as a team striving to achieve common goals. 

4.2.5 Goals 

Teachers perform their work within the school's social system, which has 
its own goals (Snyder &Anderson, 1986:444). Goals should ideally be formu
lated by the entire staff so that every member will be totally committed 
towards achieving these goals. According to Gorton (1983:35) the principal 
and staff are accountable for achieving school goals. 

Since each school is organised into departments, goals should also be de
veloped at departmental level. Furthermore, each teacher should strive 
towards personal goals which strengthens the achievement of both depart
mental and school goals (Gorton, lS83:22). The goals of the subject team 
provide the context and targets fo." individual teachers. The following ex
amples of goals at each of the three levels were chosen at random: 

School goal 

To educate pupils by using a variet.y of instructional techniques. 

Departmental goal 

To discuss different instructional techniques and conduct experiments in 
thi s respect. 

- 103 



• 

Personal goal 


To use groupwork as a means of teaching pupils to solve problems in a sub

ject such as geometry. 


The figure below (figure 4.1) shows the close connection between school 

goals, departmental goals and personal goals in the secondary school. 

Figure 4.1 Three types of goals in a secondary school 

Goals in 
Department 
of English 

Goals in 
Department 

of Afrikaans 

School 
goals 

-- 
Goals in 

Department of 
r.ra thema tics 

..... - 
Goals in 

Department 
of Commerce 

Personal goals 
of teachers 

•:. 

4.2.6 Participative decision-making 

Teacher involvement in decision-making at every stage of staff development 
will be assumed, since the decisions concern them directly (Van Wyk, 
1986:68). 

Hoy and Miskel (1982:283) pOint out that teachers should be involved as 
early as possible and they should be given as much freedom as possible ~n 
defining problems and specifying objectives. Griffin (1987:35) rightly 
points out that teachers are most likely to change their practices if they 
have some control over the nature of change or the manner in which change 
is to be brought about. 

In summary, the following can be assumed: 
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• helping teachers will be elected, trained and used in staff develop
ment programmes; 

• a staff development team will be elected; 
• staff development could occur at one or more of four levels; 
• teacher commitment will be obtained from the staff; 
• school goals and departmental goals have been stated; and 
• teachers will participate in decision-making. 

4.3 INITIAL ACTIVITIES 

The following three activities precede the implementation of the model: 

• making teachers aware of the model; 
• formulating a staff development policy; and 
• delimiting staff development content areas. 

Each of these activities will be briefly discussed. 

4.3.1 Making teachers aware of the model 

One or more staff meetings should be scheduled for discussion of the con
cept, aims and reasons for staff development. This is the ideal opportunity 
to clear the doubts, fears and anxiety of teachers. The principal has to 
create a positive image of staff development by being open and honest. A 
distinction has to be drawn between the concepts of staff development and 
teacher assessment. The relationship between these two concepts has to be . 
clarified. Teachers must understand that whilst aisessment is a process 
conducted periodically in which inspection and evaluation are followed by a 
judgement that is either quantitative or qualitative, staff development is 
on-going and not an end in itself. This "awareness campaign" is necessary 
for establishing teacher confidence. In practice total consensus on the im
plementation of the programme is unlikely. Gough (1985:39) suggests that at 
least 75% of the staff should be in favour of the programme, before pro
ceeding to the implementation stage. 
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4.3.2 Developing/updating policy for staff development 

The staff development policy has to be developed by the entire staff and 
reviewed periodically. The policy should be initiated by leaders who know 
themselves and who believe in what they are doing (Jardine, 1986:85). Ac
cording to Cloete (1976:15») policy needs to give clarity on what is en
visaged and how they have to go about accomplishing it. The following mat
ters could form the basis of a staff development policy: 

(1) 	 The aims of a staff development programme, as seen from four perspec
tives) viz. 

o teacher growth (personal and professional) 
o improvement of pupil learning 


programme (curriculum) enhancement 

o organisational development) that is) making the school more effi 

cient in achieving its goals. 

(2) 	 The levels at which activities will be organised, viz. 

o management level 
o full 	staff leve~ 
o group level 
o individual level. 

(3) 	 Definition of the roles and responsibilities of the following person
nel in staff development: 

o principal 
o deputy principals 
• heads of department 
o helping teachers ("buddy teachers") 
o staff development team. 

(4) 	 Stages in the process of staff development) viz. 

o content organisation (preliminary activity) 

- 106 



" 	 needs assessment 

planning 


o implementation 

" evaluation. 


(5) 	 The various staff development activities to be employed, viz. 

o clinical supervision 
o peer observation and support 
o workshops 
o corporate curriculum development 
o professional reading 

" self-appraisal. 


(6) 	 The election and training of helping teachers. 
(7) 	 The electlon of the staff development team and determining the term of 

office. 
(8) 	 Documentation of the process of staff development. 
(9) 	 The involvement of external resources such as superintendents, lec

turers from tertiary institutions, industry and commerce, teacher as
sociations and parents. 

(10) 	 Feedback for teacher assessment. 

4.3.3 Delimitation of content areas for staff development 

The cont~mt of staff development programmes is a body of knowledge, skill 
and/or attitudes. According to Griffin (1987:34) successful staff develop
ment programmes were found to be knowledge-based. There is considerable 
knowledge from research on teaching that can form a major portion of the 
content of staff development (Griffin, 1983:420). 

The following is a broad classification of topics tna;t may be discussed at 
the four levels of staff development. This is meant to act as a guideline. 
Content for the management level emphasises acquiring managerial skills; 
content for the full staff level covers programme needs, school needs and 
teacher welfare; content for the group level covers learner needs and are 
subject related; whilst content for the individual level covers teacher 
needs. 
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Table 4.1 provides a sample of topics that may be included at each of the 
four levels of staff development. 

Table 4.1 	 Sample topics (content) for each of the levels in staff develop
ment 

Level 	 Content (topics) 

Management 

Full staff 

Group 

Individual 

., 
~ 

1 Formal and informal needs assessment 
2 Conducting conferences with teachers 
3 Instruments for teacher observation 
4 Preparing for and conducting workshops 
5 Providing instructional leadership 

1 Teacher welfare: pension, leave, regulations, stress, 
etc. 

2 Teacher/administrator differences 
3 Problem-solving 
4 Parent involvement 
5 Research on teaching styles and the effect this has on 

the educative impact of the school on society 

1 Improving pupil achievement 
2 Approaches to teaching a topic 
3 Constructing tests/exams 
4 Producing worksheets and teaching aids 
5 Teaching models 

1 Assessing prerequisite knowledge for a lesson 
2 Explaining concepts/principles 
3 Questioning techniques 
4 Motivating pupils 
5 Maintaining discipline 
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4.4 CONTEXT VARIABLES 

Context is the complex set of characteristics in which stdff development 
occurs. Context includes 

o physical and/or organisational properties of the school 
o history of prior change efforts 
o goals of the school 
o management competencies 
o school climate. 

The two crucial context variables, viz. management competencies and school 
climate, will be discussed. 

4.4.1 Management competencies 

The following four management competencies strongly influence the outcome 
of staff development programmes: 

o managing the change process 
o providing instructional leadership 
o knowing personnel 
o maintaining sound human relations. 

4.4.1.1 Managing the change process 

The empirical study (see chapt~r 3) revealed that. heads of department un
derstand the change process as being gradual, requiring on-going support 
and being influenced by teacher personality. This percepticn held by heads 
of department is an asset when introducing change. Morant (1981:76) de
scribes three strategies that could be used to bring about changes in human 
behaviour: 

by using authority to bring about changes; 
by appealing to one's innate sense of reason, where individuals are 
presented with rational and logical arguments; and 
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o by employing the services of external agents such as superintendents 
to influence teachers. 

The majority of teachers will respond positively to change and innovation, 
provided such change is regarded by teachers as being beneficial to them in 
executing their tasks. 

Christensen et al. (1984:14-16) view the teacher's career as consisting of 
the following stages: 

pre-serv i ce----..,. induct i on--7 competency-bu i 1 di ng ----7stab1 e pre-ret i rement 

Supervisors will manage the change process better if they are aware of the 
basic tenets of adult learning in the different stages. The two important 
tenets of adult learning are: 

• 	 adults enjoy planning and carrying out their own learning experiences; 
and 

o experiental learning is preferred to other forms of learning. 

Christensen et al. (1984:23) offer the following three useful suggestions 
concerning the learning style of teachers: 

o traditional in-service activities that emphasise improved teaching 
skills are appropriate during the induction and competency building 

,stages and to some extent in the stable stage; 
o the concept of staff development should be broadened to include sup

port systems in order to assist teachers with personal problems such' 
as family conflicts, alcohol abuse and financial planning; and 

• 	 approaches to staff development should emphasise personalised, indi
vidual support systems. 

Change is a process with identifiable stages (see chapter 2). According to 
Hughes and Achilles (1971:842), the superv~sor should (a) become familiar 
with the change process and the stages and (b) identify strategies to help 
teachers move from one stage to the next. 
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4.4.1.2 Providing instructional leadership 

Teachers will accept the guidance offered by an educational manager if they 
regard him/her as someone who possesses instructional expertise (Gorton, 
1983:263). In order to maintain a high level of expertise, it is imperative 
that the educational management team of a school should keep abreast of the 
latest research and innovations in education. 

Arising out of the empirical investigation (see chapter 3), two leadership 
qualities were found to be lacking. These are perception of problems relat
ing to teaching and commitment to improving the quality of teaching. 
Dayaram (1989:20) also found that teachers were highly critical of manage
ment's commitment to improving the professional work of teachers as well as 
their ability to remove obstacles that limit the teaching staff's success. 

Instructional leadership could be appreciably improved if educational man
agers 

• timeously perceive problems pertaining to teachers by being alert to 
the needs of teachers; and 

• show commitment at improving the quality of teaching by acting swifty 
to resolve problems. 

4.4.1.3 Knowing personnel 

Teachers are implementors of change while educational managers are facili
tators of change. To be a successful facilitator, the educational manager 
has to possess intimate knowledge of 

• the teacher's pre-service background 
• experience as a teacher (standards and subjects taught) 
• learning style 
• career stage 
• strengths, weaknesses, aptitudes and attitudes. 

It ;s useful to keep a profile of teachers so that educational managers 
could refer to a single reliable source. 
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Mc Nergney (1980:238) believes that teacher-educators will accomplish their 
work of staff development better when they adapt educational environments 
to accommodate differences in teacher characteristics as well as the nature 
of tasks to be executed. 

4.4.1.4 Human relations 

Staff development entails the development of human resources for optimal 
performance of the task of teaching. The work of educational managers in
volves constant interaction with people, thus making human relations of 
cardinal importance. The manner in which educational managers talk to 
teachers and respond to their problems will determine the form of inter
personal relationships. The empirical study (chapter 3) revealed that about 
40% of the teachers found the relationship between management and teachers 
to be poor. This concurs with the findings of Dayaram (1989:19). 

Principals have the vital responsibility of creating a healthy relationship 
between management and staff if any staff development programme ;s to 
succeed. 

A leader who embodies the qualities of empathy and humaneness will enjoy 
the support and respect of teachers (De Witt, 1986:88). 

4.4.2 School climate 

One of the determinants of school climate is human relations (discussed 
above). Attention will be given to each of the following three other 
determinants: 

o staff morale 
• communication patterns 
• decision-making . 

4.4.2.1 Staff morale 

The empirical survey (see chapter 3) showed that 45% )f all teachers viewed 
the morale 	of teaching staff as low. Principals must realise that very 
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little can be achieved with a discontented staff. The following will help 
to improve staff morale (De Witt, 1986:90): 

• recognise the human dignity of every teacher; 
o make every teacher feel that he is part of the team; \ 
• strike a balance between task orientation and humaneness; and 
o ensure job satisfaction. 

A healthy staff spirit is an essential prerequisite for any staff develop
ment programme. 

4.4.2.2 Communication patterns 

The principal has to ensure that formal and informal communication channels 
exist so that all matters concerning staff development could be discussed 
openly and frankly. Poor communication results in uncertainty, suspicion 
and anxiety, which have a negative effect on the school climate. De Witt 
(1986:122) points out that individuals stop communicating when 

o they are treated unfairly; 
they face animosity rather than fellowship; 

o the principal's decisions are inconsistent; 
o the principal shows that he is unreliable and not true to his word; 

and 
• the principal refuses to listen to colleagues' point of view. 

4.4.2.3 Decision-making 

Staff development concerns the growth of teachers ..Hence it is axiomatic 
that teachers should be involved in decisions concerning their professional 
development. Teachers are more likely to commit themselves to implementa
tion if they have a clearer understanding of the reasons underlying the de
cision. This will only occur if they participated in making the decision. 
De Witt (1986:101) sums up the effect of teacher involvement in decision
making on school climate as follows: "Staff morale is enhanced if members 
feel that the principal values their views and wants to use their expertise 
effectively. It fosters professional pride and true job satisfaction." 
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It is alarming to note that 42% of all teachers claimed that they are not 
i1volved in decision-making (see chapter 3). Principals could implement ef
fective staff development programmes when teachers are actively involved at 
every stage of the staff development process. 

Two context variables, viz. management competencies and school climate, 
were singled out for discussion. Where consideration is given to these con
text variables, the staff development programme is very likely to succeed. 

4.5 STAFF DEVELOPMENT AT THE FOUR LEVELS 

4.5.1 Process variables 

The "process" of staff development refers to how needs are assessed, how 
content is conveyed to the participants, and to decisions and actions that 
are related to planning, implementation and evaluation of both content and 
delivery systems (Griffin, 1983:416). The following five process variables 
or stages of staff development will be discussed for each level of staff 
development: 

Go preliminary activity 
., needs assessment 
.. planning 
.. implementation 
0, evaluation. 

4.5.2 Staff development at management level 

4.5.2.1 Preliminary activity 

The principal, working in consultation with other members of management, 
has the task of identifying the knowledge and skills needed for effective 
school management. 

Priority has to be given to the skills needed to implement the present 
model. Table 4.2 shows some of the skills that could form the content for 
management development. 
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Table 4.2 Needs or sKills for management development 

Number Management sKill 

1 Setting school goals with staff members 
2 Compiling a school/subject department policy 
3 Creating a healthy school climate 
4 Developing instructional leadership 
5 Understanding the change process 
6 Adult learning and growth 
7 Use of helping teachers 
8 Conducting needs assessment 
9 Formulating problem/objectives for staff development programme 

10 Selecting appropriate staff development activities 
11 Compiling criteria for evaluation 
12 Formative and summulative evaluation 
13 Conducting pre- and post-observation conferences 
14 Instruments for classroom observation 
15 Delegating duties and co-ordination 
16 Communication 
17 Decision-making 
18 Motivation 

4.5.2.2 Needs assessment 

The above list could be used to draw up a questionnaire from which the for
lowing are determined: 

• the priority order of needs, and 
• management staff with a high level of competency in the various 

skills. 

This information is complemented with data from discussions between the ex
ecutive management members and heads of department. Figure 4.2 shows the 
communication channels in informal needs assessment. 
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Figure 4.2 Communication channels for informal needs assessment 

Principal 

Senior Deputy Deputy Principal 

10 	 11 126 7 8 9
1 2 J 4 5 

Heads of Department 

The executive management will plan, implement and evaluate the programmes 
for the year. 

4.5.2.3 Planning 

The topic with the greatest need, as expressed by management staff, will be 
discussed first. In the planning stage attention will be given to 

• 	 objectives of the workshop or lecture 
• the person/s who will do the presentation 
• resources to be used 
• 	 evaluation of the presentation and also the application of the knowl

edge/skills acquired at this meeting. 

Oldroyd et ~~ {1984:124} make the following two suggestions: 

• 	 Hold the lecture/workshop during the normal "cabinet meetings" by min
imising the time spent on "administrivia". 

o Apart frJm management staff, other people such as superintendents and 
lecturers could also be used as resources. 

The annexure on the facing page shows the record form that could be used 
during planning and evaluation of management development.

I 
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ANNEXURE 

PLANNING FORM FOR MANAGEMENT, FULL STAFF AND GROUP LEVEL DEVELOPMENT PRO
GRAMMES 
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In the column for presentation, the person or persons involved in present
ing the lecture or leading the workshop will be shown. The delivery sys
tem/s such as lecture, worksheet completion, group interaction, brainstorm
ing, etc. will be recorded. The time limit for presentation should be 
stipulated. 

Under resources, the different audio-visual media to be used will be re
corded. These may be the overhead projector, strip or slide film projector 
and the video. 

4.5.2.4 Implementation 

The presentation of the lecture or workshop should be completed within a 
projected time, for example one hour. The seating arrangement should make 
presentation convenient. The objectives need to be clearlY outlined at the 
outset. 

4.5.2.5 Evaluation 

Evaluation will be done at the end of the meeting using formal (question
naires) and informal methods (discussions). The application of the newly 
acquired knowledge and skills in practice will also be evaluated. Informa
tion on evaluation will be recorded under evaluation and discussed at a 
subsequent meeting. 

4.5.3 Staff development at full staff level 

Organisation for staff development at full staff level will be similar to 
that at management level. The staff development team assumes responsibility 
for work at this level. 

4.5.3.1 Prelimina~y activity 

The staff development team works under an elected leader. Each member will 
contribute towards compiling an inventory of suitable needs. A draft in
ventory of needs is then circulated amongst teachers for additions and, 
later, approval of the list. Table 4.3 shows an example of possible needs 
or skills for staff development. 

- 118 



Table 4.3 Needs or skills for staff development at full staff level 

No. Needs/skills 

1 Developing positive pupil attitudes and values 
2 Giving individualised instruction 
3 Designing tests and examinations 
4 Classroom procedures and routines 
5 Classroom control 
6 Reinforcement of basic skills 
7 Helping pupils to undertake self-evaluation 
8 Creating optimum learning environments 
9 Developing pupil self-concept 

10 Evaluating one's instructional methods 
11 Using standardised tests 
12 Accepting and clarifying one's own goals 
13 Use of audio-visual aids 
14 Pupil grouping 
15 Teacher stress 
16 Getting parents involved in the education of their children 
17 Professional relationships with colleagues 
18 Non-teacher-directed pupil learning 
19 Coping with mixed groups (higher and standard grade) 
20 Educational law and the teacher 

4.5.3.2 Needs assessment 

The inventory is used as a basis for the construction of a questionnaire. , 
Teachers are asked to indicate their preferenl;es on the questionnaires. The 
information is processed to produce a priority list. The questionnaire will 
also make provision for the identification of teachers who possess high 
competence in the various skills. 
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4.5.3.3 Planning 

The staff development team plans and records the following information in 
the table shown in the planning form shown on page 117: 

o dates for staff 	meetings 
o objectives 
o presentation (person/s, delivery systems and time) 
o resources to be 	 used 
o evaluation procedures. 

4.5.3.4 Implementation 

The programme ;s implemented within a staff meeting. Where teachers need to 
read information prior to the meeting, it would prove useful to summarise 
the main pOints of the reading assignment when commencing the meeting. The 
objectives of the activity have to be outlined in order to facilitate 
evaluation. 

4.5.3.5 Evaluation 

A suitable evaluation questionnaire could be drawn up for use at the end of 
the meeting. An example of a suitable questionnaire developed by Healy 
(1983:15) is shown in the annexure on the next page. The staff development 
team will colVect information by using formal and informal conferences on 
the application of ideas acquired in the meeting. This information will be 

. . I 

disseminated at 	subsequent staff meetings. 

4.5.4 Staff development at group level 

. I 	 A group will comprise teachers with a common interest. The following are 
examples: 

o teachers teaching a common subject; 

teachers teaching different subjects but in the same standard; 


o teachers responsible for a particular code of sport, e.g. athletics; 
o teachers who are in the induction stage (first year). 
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ANNEXURE: EVALUATION/FEEDBACK FORM (Healy, 1983:15) 

Circle the number to indicate your response 

[A] OBJECTIVES 
Not 

To what extent do you feel 
objectives have been met 
1 To promote acquisition of 

knowledge? 
2 To equip you with new skills? 

at 

1 

1 

all 

2 

2 

Adequate 

3 

3 

4 

4 

Very well 

5 

5 

[ B] FORMAT 
To what extent do you feel the 
following components of the ses
sion were effective? 
(For any item that you rate 1 or 2, 
please give your reasons under D) 

1 

2 
3 

4 

4 

Video 
Presentation of lead-in paper 
Small-group discussion 
Feedback by group leaders 
Closure (wrap-up) 

1 

1 

1 

1 

1 

2 
2 
2 
2 
2 

3 
3 

3 

3 

3 

4 

4 

4 

4 

4 

5 

5 

5 

5 

5 

[C] 
1 

PARTICIPANT LEARNING 
In regard to my knowledge of material 

1 2 3 

covered, 
4 

I felt I knew 
5 

Very 1ittl e Some Great deal 

2 I felt that 
1 

I learned 
2 3 4 5 

Very little Some Great deal 

[D] COMMENTS/REACTIONS/FOLLOW-UP NEEDS 
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The discussion that follows is restricted to a group of teachers teaching 
the same subject or related subjects. This group will make up a subject de
partment in a school. The head of department leads staff development at 
this level. 

~taff development at this level will have its point of departure in the 
learning process of pupils. The group interaction will produce teacher de
velopment, curriculum development and pupil development. Figure 4.3 il
lustrates this dynamic relationship. 

Figure 4.3 Effects of group interaction 

Teacher development Curriculum development 

G r 0 u p 

o r 

tea m 

era c t i 

Pupil development 

Corporate curriculum planning in which teachers discuss how content is to 
be connected to previous knowledge and how it should be conveyed will raise 
the teacher's professional knowledge base and technical skills. According 
to Rubin (1987:179), this form of group interaction is in itself a high 
form of staff development. Curriculum development and staff development are 
inseparable because the one invariably leads to the other. 

4.5.4.1 Preliminary activity 

The head of department compiles various content areas that could be 
evaluated within the particular subject. The following are examples: 
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o teaching of the subject (e.g. English) in a particular standard (e.g. 
Standard 8); 
the teaching of an aspect or part discipline in a subject (e.g. al
gebra in mathematics in Standards 8-10); 

o the use of teaching resources in the department; 
o the provision of enrichment work in the subject; 
o the identification of and help given to underachievers; 
o the teaching of a particular topic, e.g. linear equations in Standard 

8 mathematics; 
o pupil achievement in terminal tests and its correlation with class 

tests; and 
o homework. 

Teachers are invited to make additions to the above list. 

4.5.4.2 Needs assessment 

The list of content areas is given to each teacher in the team. The head of 
department holds discussions with the teachers to select the area to be in
vestigated. Thereafter the head of department, assisted by the helping 
teacher, collects and collates information on the selected areas. He uses 
this information to formulate the problems after consulting the people con
cerned, who may be pupils or teachers or parents. The head of department 
may also refer to professional standards and research (Gorton, 1983:271). 

4.5.4.3 Planning 

Once the problem has been identified, plans have to be made to seek solu
tions and explanations. Corporate curriculum planning, brainstorming and 
the workshop are useful strategies that could b~ employed. The type of 
problem will determine the strategy to be used. For example, corporate cur
riculum planning will be appropriate to decide on the approach to be used 
when teaching a specific topic, whereas a discussion may prove to be ideal 
to examine specific learning problems that pupils are experiencing. A work
shop will be well suited to demonstrate the use of variQus teaching 
resources. The planning form (annexure on page 117) will be used to record 
the following: 
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date 
objectives to solve the problem 
presentation (delivery system and time) 
resources 

o evaluation. 

4.5.4.3 Implementation 

For the implementation phase, the following steps are suggested: 

o Discuss the problem with the teachers concerned. 
o Give background information of the problem to the teachers. 
o Implement the strategy to be used for solving the problem. 
o Discuss evaluation procedures. 

Should a workshop format be used, the leader has to decide, with the group, 
which techniques are to be employed; for example, will the group break up 
into pairs for brainstorming and then give feedback, or will the leader 
direct activities for the whole group, or will each individual be required 
to generate ideas. The meeting will provide guidelines for the introduction 
of changes. 

4.5.4.4 Evaluation 
t' 

Evaluation will be done by the head of department to check on the effect of 
changes on pupil performance. The process of evaluation will be undertaken 
in close consultation with pupils and teachers. 

4.5.5 Staff development at the individwil level 

Glatthorn (1984:3) reports that the research findings of Copeland (1980) 
and Joyce and McKi bbin (1982) favour diffE~rent i ated supervi sion for the 
following reasons: 

o teachers have different growth needs and learning styles; 
o teachers differ in their preferences for supervisory relationships 

such as "helping", "colleagueship" and "prescriptive"; 
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o their own perception of their needs is the starting point; 
o they are being trusted to formulate their own problems; 
o they are being valued as the principal resource; and 
o they are being given the power to manage their own learning and devel

op their own solutions. 

4.5.5.1 Preliminary activity 

During this stage workshops are lead by the head of department in order to 
obtain a conception of "good teaching" practices in the particular subject. 
The effect of specific teaching practices or skills on pupil achievement 
has been studied by Brophy and Good (1986), Rosenshine and Berliner (1978) 
and Dunkin and Biddle (1987). This knowledge provides a resource for im
proving teaching and could form part of the content for staff development 
programmes. Doyle (1987:91) believes that the analytical interpretation of 
research on teaching offers a powerful framework for applying research 
findings to teaching practice. 

The head of department, together with the teachers, compiles a list of 
teaching skills for the subject. For convenience ~hese skills may be 
grouped into the following categories: 

• 	 planning and preparation 

lesson presentation 


• pupil eval uation 

• 
 organisation of co-curricular activities.I 
• 

1..., 
~ Various skills are listed under each of the above categories. The following
t 

is an example of skills in lesson presentation particularly suited to the i 
mathematics department. 

teachers differ in the kinds of environments in which they work and in 
their ability to learn in that environment. 

At the individual level, the educational manager or helping teacher work 
with the teacher on a one-to-one basis. Kerwood and Clements (1986:227) 
give the following message to teachers: 
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SKILLS IN LESSON PRESENTATION 

(a) Instructional skills 

1 Reviewing previous work. 

2 Informing pupils of lesson objectives. 

3 Assessing prerequisite knowledge for the lesson. 

4 Explaining concepts and principles. 

5 Asking questions to control understanding. 

6 Use of appropriate teaching resources. 

7 Giving pupils practice in applying concepts and principles. 

8 Consolidating and concluding the lesson. 


(b) Classroom management 

1 Motivating pupils. 

2 Maintaining discipline. 

3 Keeping pupils engaged in tasks. 

4 Holding high expectations of pupils. 


A suitable questionnaire which incorporates the skills in each of the four 
categories should be designed. It should also make provision for the iden
tification of teachers who are highly competent in the various skills. 

4.5.5.2 Needs assessment 

A teacher may elect to acquire or refine one or two skills in a year. The 
teacher indicates his or her preference by ~ompleting the questionnaire 
{self-assessment}. The educational manager will hOld a conference with the 
teacher to discuss the selection of the skill(s}. The educational manager 
could give valuable advice guided by his knowledge of the teacher's ability 
as well as information on the teacher's last evaluation. Another important 
reason for holding the conference is that the teacher may be unwilling to 
state the real skills that he lacks for fear of revealing his weaknesses. 
The Johari Window (Sergiovanni, 1984:409) is a useful model to understand 
this type of reluctance on the part of the teacher. Figure 4.4 illustrates 

the known and unknown needs of a teacher. 
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Figure 4.4 Johar'i 
1984) 

Window showing known and unknown needs (Sergiovanni, 

What the educational 
manager knows about 
the teacher 

What the educational 
manager does not know 
about the teacher 

What the 
teacher 
knows about OPEN SELF SECRET SELF 
himself 

What the 
teacher does UNDISCOVERED 
not know BLIND SELF SELF 
about 
himsel f 

The secret self affects the type of information the teacher is unwilling to 
share openly with others. The educational manager has to motivate teachers 
to go beyond the open self and to delve into the secret self and blind self 
categories when identifying improvement areas (Iwaniki &Mc Eachern, 
1984:38) . 

4.5.5.3 Planning 

Planning a staff development programme with a teacher involves the follow
ing three steps: 

• formulation of objectives (also called goal-setting); 
matching staff development activities with objectives; and 

• deciding on a time frame for evaluation. 
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The purposes of formulating objectives are threefold: 

o to improve instruction 

to engender teacher growth 


o to increase teacher self-confidence. 

The quality of the goal/s is more important than the number of goals. A 
single goal may be sufficient. McGreal (1980:418-419) makes the following 
three significant remarks regarding goal-setting: 

o goals can be built around many of the practices identified in current 
teacher effectiveness research; 
a goal built around a teaching skill independent of content stays with 
the teacher to the benefit of future pupils; and 

o goal-setting should be a co-operative venture between teacher and edu
cational manager. 

Figure 4.5 illustrates a possible method of recording the staff development 
programme in the planning stage. This forms part A of the record sheet 
shown in the annexure on page 134. 

Figure 4.5 Form used to record staff development at individual level 

Teacher: Mrs X Year: 1990 
[PLANNING] 

Date Objectives Staff development activities Time frame 

4.5.5.4 Implementation 

Apart from the principal and deputy principal, the head of department and 
the helping teacher will provide support to teachers to attain their goals 
in professional development. 
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The diagram 	below (figure 4.6) shows how the various staff development ac'~ 
tivities could be used ,)equentially. However, this does not preclude an ed
ucational manager from starting at any point in the cycle. 

Figure 4.6 	 Implementation of staff development strategies at the 
individual level 

Directed 
reading 

I 
" Peer " Micro  Focused 

" / observation , teaching / classroom 
observation 

Corporate tcurriculum 
development ( 

(a) 	 Role of the head of department/helping teacher 

The role of the head of department/helping teac~er will be illustrated with 
an example. Assume that teacher T expresses his staff development objective 
as nAcquire and refine questioning skills in classroom teaching". 

During implementation of the programme, the head of department/helping 
teacher could offer the following support: 

1 	 Suitable reading ma~erial such as books and periodicals is given to 
the teacher (directed reading). From this, the teacher could gather 
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the sub-skills for effective questioning. 
2 	 The educational manager works with the teacher to construct questions 

for lessons, homework and tests (corporate curriculum development) in 
which theory is applied to practice. 

3 	 Arrangements are made by the head of department for the teacher to ob
serve him or another teacher who has already acquired a high level of 

r· " 
competence in questioning techniques (peer observation). 

4 	 The teacher is given the opportunity to practise the sub-skills with a 
small group of pupils whilst the educational manager records the 
events for feedback and discussion (micro-teaching). 

5 The teacher is observed in the classroom situation in which the focus 
is on questioning skills (focused classroom observation). Observations 
are always preceded by a conference and followed by a post-observation 
conference. Feedback is given verbally and in writing by completing 
part C of the annexure on page 134 

(b) 	 Role of the principal/deputy principal 

The ultimate aim of staff development is to improve pupil learning. The 
teacher improves his/her standard of teaching by engaging in staff develop
ment activities. The principal/deputy principal could assist the teacher in 
making learning effective by giving the teacher insight into specific prob
lems that have a negative effect on learning. 

The principal/deputy principal is in an excellent position to investigate 
the reasons for the poor performance of certain pupils. When a teacher has 
information at hand on the difficulties that certain pupils are experienc
ing, he/she will handle such pupils in a sensitive and sympa~hetic manner. 

The principal/deputy principal will probe the background of pupils on 
refet'ral by the teacher. The assistance of the guidance counsellor may also 
be sought. The annexure on the next page is well suited to documenting the 
findings of the principal/deputy principal for communication to the 
teacher. 
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ANNEXURE: REPORT ON PUPIL PROBLEMS 


1 
2 
3 

4 

PI 
P2 

SUBJECT ............................................................. . 
REFERRAL MADE BY .................................................... . 
STD AND DIVISION .................................................... . 
PUPI LIS INTERVI EWED ................................................. . 
• • • • • • • . . • . • . • • • • • . • • . . • • • • • • • . • .• P3 .................................... 
· ...... ., .. ., ............... ., ., ....... ., .... ., . P4 ..............................• 

5 

PI 
P2 

P3 

P4 

PAST PERFORMANCE AND 10 

6 PUPIL PROBLEMS (health/home conditions/transport/other) 
PI 
P2 

P3 

P4 

7 CAUSES OF POOR PERFORMANCE (tick) 

7.1 Inadequate preparation for tests 
7.2 Negative attitude to subject 
7.3 Poor attendance 
7.4 Pacing of lessons 
7.5 Teacher explanations 
7.6 Absence of consolidatory work before test 
7.7 Test too difficult 
7.8 
7.9 
7.10 ·........................................ . 

7.11 

8 EVALUATION (Follow-up dates and remarks) 
PI 
P2 

P3 

P4 

PI P2 P3 P4 
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4.5.5.5 Evaluation 

For objective and consistent evaluation, one needs criteria based on sub
skills. These are developed jointly by the teacher and educational manager. 
The following is an example of sub-skills for the improvement of question

~, 	 ing techniques in lesson presentation (Calitz, 1986:82):rJ .. 
-;-:... 

;. 

SUB-SKILLS 

1 Pose question to entire class, pause and then call on a pupil to ans
wer. 

2 Avoid chorus answers. 
3 Pose questions to pupils who do not participate spontaneously (linon

volunteers ll ). 
4 Formulate questions in language that accords with the level of devel

opment of the pupils. 
5 Frame questions that are clear and unambiguous. 
6 Ask one question per situation. 
7 Maintain a balance between lower-order and higher-order questions. 
8 Praise pupils for correct or good answers. 
9 Acknowledge partially correct answers. 

10 	 Handle incorrect answers tactfully by giving a clue or referring the 
pupil to the appropriate learning activity. 

Evaluation (in the above example) will be done during classroom observa
tions and feedback has to be given to the teacher so as to assess progress 
towards the achievement of the goal. Part B of the form shown in the an
nexure on page 134 could be used for evaluation. Feedback to the teacher is 
written under C in the same form. 

4.6 	 TEACHER INDUCTION AND STAFF DEVELOPMENT PROGRAMMES 

Generally, a teaching career is viewed as consisting of the three i's, viz. 
initial training, induction and in-service. Teacher educators have rea~ised 
that inductees require a specialised programme in order to make a tran3i
tion from a student of teaching to a teacher. This induction has the poten
tial for incorporating professional learning opportunities that would also 
involve peers, experienced teachers and administrators (Andrews, 1987:143). 
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Therefore the structures of this model could be used to cater for the needs 
of inductees. The programme for inductees will use such activities as 
demonstration (peer observation), micro-teaching, feedback and coaching 
(Joyce &Showers, 1983:15). Apart from this, inductees will also partici
pate in co-operative curriculum planning workshops. All these forms of 
school-based professional development activities would allow the beginning 
teacher to enter an instructionally active and supportive environment 
(Andrews, 1987:145). 

4.7 CONCLUDING REMARKS 

In this chapter, a theoretical staff development model is proposed to guide 
the school management staff in planning, implementing and evaluating 
teacher growth. The significant feature of the model is that teacher input 

I.. is solicited at every stage. Figure 4.7 shows the structure of the model. 

!h Fi gure 4.7 A framework for staff development 

J.:[lC·:
;. ':~;;'" Context variables 

Levels in staff development Process variables 
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ANNEXURE: STAFF DEVELOPMENT PROGRAMME: INDIVIDUAL LEVEL 

Teacher: Year: 

[A] PLANNING 

Date Objectives Staff development activities Time frame 

[B] EVALUATION 


SKILL: 


SUB-SKILLS REMARKS 


1 


2 


3 


4 


5 


6 


7 


[C] FEEDBACK TO TEACHER 
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The model could be visualised in three dimensions, viz. the levels at which 
staff development occurs, the process variables and the context variables. 
The management of the context variables has an effect on the application of 
the process variables at each of the four levels. 

In chapter 5, a summary of the study, discussions of the findings, and con
clusions are presented. Based upon the findings, recommendations and sug
gestions for further research will also be made. 
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CHAPTER 5 


\ " SUMMARY OF THE MOST IMPORTANT FINDINGS AND RECOMMENDATIONS 

5.1 INTRODUCTION 

In this chapter th'e aims of the investigation are restated,. tne research 
method is outlined, the criteria for evaluating staff development are 
listed, a summary of the most important findings is presented and recom
mendations are proposed for the improvement of staff development pro
grammes. In addition, possible areas of further research are delimited. 

5.1.1 Aims of the investigation 

This research study was undertaken with the following three aims: 

• to identify the factors determining effective staff devel'Jpment pro
grammes; 

• to determine the effectiveness of current staff development pro
grammes; and 

o to formulate a staff development model based on the results of the 
empirical study as well as on the literature study. 

5.1.2 Research method 

The research method involved (a literature study followed by a survey) re
quired the use of a questionnaire to collect information on current prac
tices in staff development. 

The questionnaire was based on the ten determining factors that have a 
strong impact on the successful outcome of staff development programmes. 

Questionnaires were completed by 324 teachers from 20 CS schools and 25 S1 
schools under the control of the House of Delegates. Respondents were 
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selected from different subject departments and from two groups; one with 
experience from 3 to 9 years (called group A) and the other with experience 
from 10 to 19 years (called group B). 

5.1.3 Literature study and selection of determining factors 

A review of the literature suggested numerous factors that were found to 
influence the success of staff development programmes. Success or effec
tiveness ;s defined as a combination of the opinion of administrators, ac
complishment of programme objectives, increased pupil achievement, and 
self-reported satisfaction of participants (Griffin, 1987:34). The factors 
eventually selected for investigation were classified into two categories: 
context variables and process variables. 

5.1.3.1 Context variables 

Little (1981) noted in her study of school success and staff development 
that contextual variables can promote or hinder staff development efforts. 
The following are the six context variables: 

o nature of environment for adult learning and growth 
o the management of the change process 
o instructional leadership 
o school climate 
o supervisors' knowledge and skill 
o teachers as staff developers. 

Each of the above variables will now be discussed. 

(a) Nature of environment for adult learning arId growth 

Teacher education is viewed as one of adult development (Whitherell & 
Erickson, 1978:229). Adults pass through stages during growth and in
tellectual development. Thus the optimal learning environment will vary 
from person to person over time. Copeland's (1980) study is one of many 
that conclude that some teachers prefer to be directed while others prefer 
a non-directive environment. Glickman and Tamashiro (1981) speak of 
teachers who prefer collaborative supervisory environments. Therefore the 
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educational manager has to create learning environments that are in keeping 
with teachers! stage of development and learning style. 

(b) Managing change 

Staff development is a planned change process aimed at improving the knowl
edge base of teachers, as well as their teaching skills and their atti
tudes. Educational managers act as catalysts and facilitators of change. In 
order to stimulate and keep teachers excited about improving their craft, 
supervisors require an understanding of the change process and the manage
ment of change. Hughes and Achilles (1971:842) expect educational managers 
to know where individual teachers are with reference to the change process 
and be competent in introducing strategies and actions that facilitate 
change. 

(c) Instructional leadership 

The instructional leadership offered by management staff has a bearing on 
the success of staff development programmes (Gorton 1983, Griffin 1983 and 
Lambert 1984). The personal qualities of a strong instructional leader are 
summarised as follows: 

• perception of instructional problems 
• expertise in handling suc~ problems 
• good interpersonal relations 
• strong commitment to improving instruction 
• knowledge of the school and the receptiven~ss of staff to change. 

(d) School climate 

A warm, supportive school climate characterised by an atmosphere of mutual 
respect and trust with high staff morale is the seedbed of an effective 
staff development programme. The principal and other educational managers 
have the task and challenge of creating such a school climate. 
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(e) Educational managers' knowledge and skill 

Besides knowledge of adult development and learning and the change process, 
educational managers require 

o background knowledge of personnel (abilities, attitudes, aptitudes, 
qualifications, experience in the different subjects and standards); 
knowledge of effective teaching practices (curriculum planning, class
room instruction and management and evaluation); and 

o knowledge of group interaction and conflict resolution. 

(f) Teachers as staff developers 

There is increasing support for the concept of helping teacher in staff de
velopment. These competent teachers could play an important role in staff 
development if they are given adequate training and time. Glatthorn 
(1984:39) refers to the interaction between two or more teachers for 

.~ , professional growth as co-operative professional development. Other terms 
used to describe this form of interaction are ~peer supervision~ and ~col

legial supervision~. 

5.1.3.2 Process variables 

Griffin (1983:421) describes process vairables as the core of activities 
through which the programme's content is conveyed to participants in staff 
development. The four process variables (which also represent the stages) 
in staff development are 

o needs assessment 
o planning or designing a programme 
o implementing the programme 
o evaluation. 

(a) Needs assessment 

Teacher needs refer to knowledge and skills that a teacher or group of 
teachers identify for the purpose of professional growth. Needs assessment 
may be done by using formal and/or informal methods. Formal methods involve 
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the use of questionnaires and classroom observations. Casual discussions 
and empathetic listening are informal methods (Thoms, 1979:11). 

(b) Planning or designing a programme 

This stage involves the following: 

• formulation of goals or objectives; 
• selection of staff development activities to achieve the goals; 
• identification of resources; and 
o time phasing for formative and summative evaluation. 

(c) Implementing the programme 

Implementation of programmes could involve activities at different levels. 
The activities are lectures, workshops, seminars, clinical supervision, 
peer supervision, professional reading, co-operative curriculum development 
and self-evaluation. The nature of support provided by educational managers 
will determine the extent of change in teaching behaviours. 

(d) Evaluation
L 
I ' 

Evaluation is usually done during implementation (formative evaluation) 
and/or at the completion of the programme (summative evaluation). Any form 

. .. 
of evaluation must be carried out against pre-determined criteria. The in
formation that evaluation yields w"ill be used to decide which activities 
should continue unaltered, in modified form or be suspended. Hockman 
(1982:76) suggests that the following should be evaluated: 

• leaders' presentation and knowledge 
o materials used 
• concepts and skills learned 
• potential for sharing and applying knowledge 

• 
 overall impression . 


........
_v.. 
A concerted effort should be made to determine those factors which eitherII-
promoted or hindered the successful attainment of goals (Washington & 
Chisolm, 1979:181). 
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5.2 THE HOST IMPORTANT FINDINGS OF THE INVESTIGATION 

The empirical investigation was conducted to determine the effectiveness of 
staff development programmes in Indian secondary schools. Almost a third of 
the teachers surveyed indicated that the staff development programmes were 
of little or no use to them, while about a quarter (24%) of them were un
certain as to the effectiveness of the staff development programmes. Since 
only about 45% of the teachers considered the programmes to be of help, 
school principals should seriously review their staff development pro
grammes in consultation with all educators in their schools. 

A summary of the findings and implications for staff development follows 
below. 

5.2.1 Adult learning and growth 

The majority of management personnel apply the principles of adult learning 

in staff development. About 20% of the teachers indicated that staff devel

opers ignore the need to consider the following matters in creating 

suitable learning environments for staff development: 


• years of experience of the teacher and stage of development; 
o learning style of teachers; 
• the aptitude, attitudes, abilities and knowledge of teachers; and 
o the personality of the teacher. 

5.2.2 Change process 

About 85% of the teachers agreed that educational managers SUPP01-t the pro
cess of change by treating it as a gradual and incremental process. About 
20% of the respondents felt that heads of department ignore personality 
when introducing change. The principal has an important role as change 
agent. Cook (1984:13) maintains that principals can effect changE! through 
iniat~ve, the willingness to set high standards, the ingenuity tc seek im
proverlent, and the courage to see things through to completion. 
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5.2.3 Instructional leadership 

Leadership in instructional improvement appears to be lacking in two 
respects, according to about 22% of the teachers. These are 

• the inability of management to perceive the existence of problems 
pertaining to teaching; and 

• the lack of commitment to improve the quality of teaching. 

In a study conducted by Seifert and Beck (1981:528) it was found that 81% 
of principals view themselves as instructional leaders while only 31% of 
teachers see principals as making such leadership their priority. This sug
gests that principals need to devote more time to instructional matters by 
delegating some of their administrative tasks to the deputy principal(s}. 

5.2.4 School climate 

A matter of s~rious concern is the present nature of the school climate 
which is characterised by low teacher morale, poor interpersonal relations 
between teachers and management, and a reluctance on the part of principals 
to involve teachers in the decision-making process. Such a climate hinders 
efforts at staff development. The principal has to make every effort to 
identify those factors that have a negative influence on school climate, so 
that corrective action can be taken. The following are five ways (from 
amongst 50) suggested by Lester (1990:274) to improve teacher morale: 

• 	 Take time to personally thank teachers who take on additional 
responsibilities. 

• 	 Encourage teachers to present their successful teaching ideas at sub
ject committee meetings. 

• 	 Create a staff development team (from staff). 
• 	 Train the helping teachers ("buddy teachers") in specific areas. 
• 	 Allow teachers to select personal objectives for self-improvement. 

A positive school atmosphere fosters academic achievement as well as 
favourable pupil and staff attitudes. 
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5.2.5 Helping teachers 

Results of the empirical survey show that teachers are used in staff devel
opment to a very limited extent. This is an aspect that requires attention 
in current practice. Principals need to exploit the potential of teachers 
by providing training ,to helping teachers in skills such as demonstration 
and coaching. It is recommended that helping teachers be given a slightly 
reduced teaching load. 

5.2.6 Needs assessment 

About a quarter of the teachers indicated that supervisors assess needs and 
prioritise those needs without consulting teachers. This could be ascribed 
to the principals' and departmental heads' poor knowledge of procedures 
relating to needs assessment (Shah, 1985:279). The process of needs assess
ment has to be done thoroughly because the planning and inplementation that 
follow are based on it. The assessment procedure should enable colleagues 
to listen to each other and plan together, and should allow them to clarify 
their respective concerns and priorities (Hoagland, 1983:202). 

5.2.7 Planning or designing programmes 

The survey has exposed the following two areas of weakness: 

o objectives are not always formulated; and 
o target dates are not always set. 

Objectives are necessary for two reasons: 

o they give specific directions and spell out the outcomes of the pro
gramme; and 

o they form the cornerstone for evaluation. 

A time frame is useful to ensure that objectives are attained within a rea
sonable period. 
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During the planning stage of staff development programmes, decisions 
regarding the use of appropriate strategies are taken. These activities are 
either management-directed or teacher-directed. 

The survey showed that management-directed activities are used often or al
ways for both group A teachers (3-9 years' experience) and group B teachers 
(10-19 years' experience). The bias towards management-directed activities 
could imply that teachers are hardly given freedom of choice to select ac
tivities that suit them. A similar finding was made by Shah (1985:280) in 
which she found that activities were generated by management personnel 
rather than designed to meet the actual needs felt by teachers. 

About 28% of all teachers indicated that teacher-directed strategies are 
used sometimes or often or always. Teacher-directed strategies are eminent
ly suited to group B teachers. A balance between these two types of ac
tivities can be maintained by evaluating the effectiveness of the ac
tivities. 

5.2.8 Implementation of programmes 

About 25% of the teachers were dissatisfied with the fault-finding approach 
adopted by management, the lack of supervisor support, and the poor feed
back during implementation of the programmes. This could imply that educa
tional managers are using the deficit model more often than the developmen
tal model in staff development. 

Greater use of the developmental model encourages teachers to use the 
problem-solving approach, in which different s~lutions are looked at. The 
search for suitable solutions is inherently a professional growth activity. 
Teachers grow by trying out new methods, evaluating the results and making 
modifications (Dodd, 1987:29). The developmental model also gives teachers 
the opportunity to experiment with new ideas and materials. The diagram be
low (figure 5.1) shows the relationship between the frequency of the two 
types of activities and the stage of development of the teacher in the 
ideal situation. 
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Figure 5.1 Relationship between frequency of staff development activities 
and the experience of teachers 
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5.2.9 Evaluation during staff development 

Evaluation during staff development is a neglected aspect since about half 
the number of respondents expressed the view that it is done at most "some".' 
times". More specifically, the programme lacks 

• evaluation in terms of criteria, 
• 	 evaluation during implementation, and 
• evaluation at the end. 

The following two weaknesses that could be highlighted in connection with 
classroom observations are: 

. ,,I,', 
• 	 little clarity on the observation techniques, the type of instrument 

to be used (to record events); and. 
• poor feedback to the teacher on teaching behaviours and events. 

• Bradley (1983:143) advises that evaluation must become intNnsic ttl staff 
development and schemes must be organised for feedback as part of the -
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normal course of events. Evaluation also demands that the supervisor should 
ascertain, where possible, the extent to which the new information and/or 
skills are put into practice and determine the results thereof (Fairchild, 
1987:204). 

In addition to stating evaluation criteria clearly and in detail, Hodgson/, 
and Whalley (1985:44) believe that evaluation will be valid if 

• 	 the criteria are appropriate and relevant, and 
• 	 the list of relevant criteria is complete and comprehensive. 

5.2.10 Management competencies 

The level of management competencies in a school has a strong influence on 
the quality and effectiveness of staff development programmes. About 19% of 
the teachers rated management competencies as "high", while about 10% gave 
a rating of "low" or "below average". The majority (about 72%) gave a 
rating of "average" or "above average" for the following three com
petencies: 

• 	 knowledge of personnel 
• 	 ability to create suitable learning environments 
• 	 knowledge of human relations. 

Apart from developing specific skills, for example assessing needs, Everard 
and Morris (1985:90-92) offer the following advice to managers: 

• 	 learn to manage time by "thinking", "delegating" and "planning" well . 
in advance; 

• 	 be clear about priorities; and 
• 	 judge self-performance again~;t criteria set by yourself and the 

organisation. 

Since schools are people-oriented organisations, educational managers 
should show concern for the feelirgs of teachers as well as the output of 
teachers (task orientation). Emphasis on anyone orientation will hinder 
~t.ff development. 
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5.2.11 Effectiveness of staff development programmes 

Over 90% of the teachers support the concept of staff development, which 
means that teachers will show their willingness to participate provided 
that the appropriate climate is created. 

A staff development programme is deemed effective if it results in an im
provement in the quality of teaching and learning. About 45% of the 
teachers indicated that the programmes helped them to improve the quality 
of teaching, while about 24% were uncertain. About 31% of the teachers 
found the programmes of little use. The results indicate the existence of 
weaknesses in the present programmes. The following are possible factors 
which could have reduced the effectiveness of the programmes: 

.. failure to consider teachers' learning style, personality and stage of 
development when creating learning environments; 

.. inability of management to provide strong instructional leadership; 

.. the existence of poor school climates; 

failure to engage helping teachers and to provide forma"' training for 

them; 


.. the neglect of staff development objectives and target dates in plan

ning; 

teachers not being allowed to identify needs; 


.. the implementation of more management-directed activities than 
teacher-directed activities; 

• evaluation that lacks the use of criteria; and . ' 

• evaluation that is not done on an on-g~ing basis . 

5.3 RECOMMENDATIONS ARISING OUT OF THIS STUDY 

t 

+
. " The model for staff development described in chapter 4 is recommended for 

use in secondary schools. The model incorporates successful practices 
gleaned from the literature as well as findings from the empirical survey. 
With suitable modifications, the model could also be used in primary 
schools. The following are the main points of the model: 
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5.3.1 Framework of the model 

In broad terms, the model operates in three dimensions, viz. 

o the application of the five process variables at 
• four levels within; 
o the school environment influenced by management competencies and 

school climate. 

The process variables (stages) in staff development are 

o preliminary activity in which emphasis falls on content identifica
tion; 

o needs assessment; 
o planning during which delivery systems are selected, objectives formu

lated and target dates set; 
• implementation; 
o evaluation. 

Staff development activities are clustered into four levels, viz. 

o management level, which emphasises the acquisition and refinement of 
managerial abilities; 

o full staff level, aimed mainly at organisational development; 
• group level, which aims mainly to promote subject development; and 
• individual level, specifically for differ~ntiated teacher growth. 

All staff development programmes target the teachers and directly involve 
them (Bishop, 1977:52). A staff development policy worked out by the staff 
in consultation with the principal will set out the framework of the model. 

5.3.2 Assumptions 

The staff development model is based on the assumptions discussed below. 
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5.3.2.1 Helping teachers 

Teachers from each of the subject departments will elect a helping teacher 
on the basis of competency, leadership and human relations. Principals need 
to train helping teachers in alternate teaching strategies and in super
visory skills (Freeman, Palmer &Ferren 1980:356). 

5.3.2.2 Staff development team 

A staff development team comprising the principal, deputy principals, 
elected heads of department and helping teachers nominated by the staff 
will organise staff development programmes at the full staff level. The 
needs defined by the committee is more likely to reflect the feelings ~f 

the whole staff (Wray, 1984:42). 

5.3.2.3 Levels for staff development 

Programmes will be initiated at management level by the principal, at the 
full staff level by the staff development team, at the group level by the 
head of department, and at the individual level by the teacher. 

5.3.2..4 Teacher cOlll1litment 

Management personnel will always be faced·with the challenge of motivating" 
teachers to participate in staff development activities. Being sensitive 
and aware of the following will help ~n getting teachers motivated: 

o According to Maslow's theory of motivation, a teacher is always striv
ing towards an ideal (Fl ippo, 1971:389-390). 

• One of the premises of McGregor's Theory Y is that organisations 
utilise only a limited proportion of an average person's intellectual 
power, expertise and creative potential (De Witt, 1986:165). 

o A job can be "enriched," in Herzberg's words, when the causes of dis
satisfaction are removed and the opportunities for satisfaction are 
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increased (Everard &Morris, 1985:30). 
o The Getzels-Guba Model suggests that the behaviour of teachers is an 

outcome of an interaction between their personal needs and the ex
pectations of people in the institution (De Witt, 1986:166). 

Urick and others (1981:547) stipulate that teacher commitment is a pre
condition for staff development. 

5.3.2.5 Goals 

It is assumed that the principal and staff will jointly formulate school 
goals. Furthermore, the heads of department would have worked out the goals 
for each subject department to which teachers will be committed. Teachers 
will be expected to set short-terms goals or objectives for staff develop
ment at the individ~al level. The goals for teacher education programmes 
should be clearly articulated and understood (Griffin, 1987a:261). 

5.3.2.6 Participative decision-making 

The process of staff development concerns teachers. Hence, teachers must be 
given every opportunity to share in decision-making at all levels. In his 
review of findings on research in staff development, Daresh {1987:20} con
cluded that teachers view staff development positively if it includes con
tent selected by themselves. Hence staff development becomes a negotiated 
responsibility of both management and staff. 

5.3.3 Initial activities 

It is strongly suggested that the staff be engaged in the following three 
activities before making any attempts at imp1ementing the staff development 
processes, viz. preliminary activity, needs assessment, planning, implemen
tation and evaluation: 

• Making teachers aware of the model to be implemented with the view to 
getting consensus on the aims, rationale and philosophy of staff de
velopment. 

o Developing or updating the staff development policy so that there is 
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clarity on the levels at which activities will be organised, the role 
of the educational managers, stages of the staff development process, 
election of helping teachers and the staff development team, docu
mentation of growth plans, etc. 

• 	 Delimiting the broad content areas as follows: 

management skills at the management level; 

school needs and matters independent of specific subjects at full 

staff level; 

curriculum and department needs at group level; 

teacher needs at the individual level. 


5.3.4 Context variables 

The authentic participation of teachers in staff development activities is 
influenced mainly by management competencies in ~anaging the change pro
cess, providing instructional leadership and maintaining sound human rela
tions. School climate is largely determined by staff morale, communication 
patterns and decision-making opportunities for teachers. Management com
petencies and school climate are the important context variables. 

5.3.4.1 Management competencies 

Since staff development is a planned change process, educational managers 
need to be fully cognizant of the following: 

o The possibility of change is increased when teachers are given the op
portunity to participate in the choice of objectives, activities, time 
scales and evaluation procedures .. 

o Teachers are in different stages of development and therefore have 
different needs. 

• 	 Adults have different learning styles, and will therefore require dif
ferent learning environments (Griffin, 1987a:268). 

o The change process is incremental, implying that teachers will pass 
through stages of concern. 

o 	 Attempts to "change" teachers will be met with resistance; this is a 
natural defence mechanism because of the threat to autonomy (Withall & 
Wood, 1979:58). 
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The effectiveness of staff developmqnt programmes is enhlnced through 
strong instructional leadership when educational managers 

o identify problems pertaining to teaching and act tineously to resolve 
them; 

o show commitment at improving th~ quality of teachin~; 
o obtain the co-operation of teachers because of good interpersonal re

lations; and 
o adopt a leadership style that encourages staff to seek professional 

improvement. 

The most important role of education11 managers in staff jevelopment is to 
create suitable learning opportun;ti~~ for teachers. Educltional managers 
could do this effectively if they knr/N their personnel well. This means 
that every teacher's ability and tal'mt must be explored before discussing 
the growth needs of the teacher. 

Staff development presupposes sound ~"Jman relations. There can be no prog
ress in staff development if interper;onal relations are strained. Educa
tional managers can maintain good hU~n relations if they 

o treat teachers in a just and hUffi4ne manner; 
o praise teachers for good work; 
o act courteously; and 
o respect the dignity of every staff member. 

5.3.4.2 School climate 

Educational managers should not find i: unusual when some teachers show a 
negative attitude to staff development. Negative attitudes can be dis
sipated by creating a supportive schoo; climate (Witha'll & Wood, 1979:58). 

A healthy school climate can be foste~d by maintaining high staff morale, 
providing suitable communication chan~ls, and giving teachers the op
portunity to participate in decision-~king. Praise or reward in some form 
boosts the morale of teachers since t~y consider this a sign of success or 
effectiveness. 
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The morale of teachers determines how eager or keen teachers are to do 
their best for pupils. This, in turn, will influence their commitment to 
self-improvement. When teachers are treated as professionals, they will in
variably respond to their duties in a professional and responsible way. It 
is imperative that principals monitor staff morale in order to identify and 
remove any negative influences on staff morale. 

During staff development, educational managers are continually communicat
ing with groups as well as individuals. The successful implementation of 
the programme will depend on the effectiveness of the communication pro
cess. Effective communication enhances a staff's sense of solidarity and 
permits essential feedback from staff to principal (De Witt, 1986:115). 
Communication patterns and interpersonal relations are twin concepts that 
are interdependent. Educational managers interact with teachers in every 
stage of staff development, thus making effective communication of cardinal 
importance. Hence the need for educational manager$to acquire and refine 
communication skills. 

Staff involvement is emphasised in the staff development model. Teacher in
put is sought in the preliminary acitivity (discussed below), during needs 

. assessment, planning, implementation and evaluation of the programme. 
Teacher's exercise their decision-making powers at the full staff level, 
group level and individual level. 

5.3.5 Preliminary activity 

The preliminary activity prior to needs assessment at each of the four 
levels is done for the following reasons:: 

• to give teachers an opportunity tel identify the content areas for 
staff development; 

• to exchange ideas emanating from experience, research and literature; 
• to make content areas relevant t~ the needs of the specific school, 

staff and community. 
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5.3.6 Staff development at the four levels 

Staff development activities can be planned at each of the four levels and 
implemented parallel to each other in any combination. Continuity in staff 
development should be ensured from year to year. 

It would be useful to view the head of department and the helping teacher 
as being task consultants, since they will more often be working on con
crete and recognisable problems, for example the teaching of poetry or 
fractions in mathematics, or the evaluation of pupil performance. The prin
cipal and the deputy principals, on the other hand, act as process consul
tants since they will be involved with such issues as decision-making, 
problem-solving, school climate, authority, and power in the school (Mount
ford, 1984:233). 

The scheduling of activities is best planned for the entire year or for a 
fixed period. Researchers agree that planning with a proactive attitude is 
preferable to reactive planning (Sergiovanni &Carver, 1980:287). The 
format shown in table 5.1 is usefu'J for planning what is to be done, how it 
is to be done and when it will be done at the management level and the full 
staff level. 

Table 5.1 Scheduling of activities at management and full staff level 

DETAILS FIRST TERM SECOND TERM tHIRD TERM FOURTH TERM 

level 
Need 
Delivery system 
leader 
Evaluat~on 

Management 
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Level Full staff 
Need 
Delivery system 
Leader 
Evaluation 

The head of department could use a similar format to schedule activities 
for the subject department at the group level. 

When organising activities at any level, the sequence shown in figure 5.2 
i s f 011 owed: 

Figure 5.2 Sequence in organising staff development programmes 

Pre'l iminary 
activity 
'--

.... 
/' 

Needs 
assessment 

...... Planning 
/' 

'--

I 
/ i' 

/ 

" 

.,--

Evaluation ~ 
,/ 

r-rmplem~ntation 

The cycle in the process could be implemented over a predetermined period, 
for example one year. 

It is advisable to encourage helping teachers to participate in salected 
activi:ies at the management level. Voluntary participation by helping 
teache~s is suggested. 

- 158 -



In-service training workshops should be conducted by superintendents on a 
regional basis in response to the needs of school management personnel. 
Such training should complement staff development at management level. 
Similarly, short orientation courses organised by the education departments 
when new syllabi are introduced should dovetail with programmes organised 
at the group level in schools. 

Staff development activities at the full staff level 

o are organised by the staff development team and directed by an elected 
member of the team: 

o are led by competent teachers (volunteers) or management members or 
members of the staff development team; 

o focus on topics that reflect the expressed needs of the majority of 
teachers; 
e~phasise professional growth of teachers as well as organisational 
development; and 

o cover content areas that are not subject specific, thus benefiting all 
teachers. 

Staff development activities at the group level 

o are organised by the head of department, except for activities 
organised by the principal for inductees; 

o 	 serve the needs of teachers with an interest in a specific subject or 
the teaching of a particular standard or teachers in the induction 
stage; and 

• 	 provide opportunities for developing or improving the curriculum 
through teamwork (Neil, 1986:62). 

Staff development activities for individual teachers 

• 	 ensure differentiation so that the specific needs of a teacher are 
satisfied (individualisation); 

• 	 place the responsibility for growth on the teacher whilst the educa
tional manager acts as a facilitator of the change process by provid
ing a supportive environment based on colleagueship; and 
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support teachers who derive their needs from self-assessment 
(Freiberg, 1987:92). 

5.3.7 Teacher induction and staff development 

Staff development activities in the induction stage of a teacher's career 
will be management-directed to a large degree. This is underscored by the 
study conducted by Grant and Zeichner (1981:110) in which they found that 
beginning teachers consider assistance from helping teachers to be benefi
cial but still desire structured (formal) support. The beginning teacher 
tends to form a close working relationship with a helping teacher who 
teaches the same standard or grade (Newberry, 1979:21). 

The principal works with inductees on such matters as 

staff policy 
classroom organisation (registers, leave taking by pupils, requisition 
of stationery, etc.) 
pupil discipline 
extra-curricular work 
excursion policy 
examination policy. 

The head of department and the buddy teacher will assist the inductee to 
cope with curricular work. With the assistance of mentors, heads of depart
ment and the principal, beginning teachers could become effective cur
riculum implementators and creators (Phelps, 1990:252). 

5.4 RECOMMENDATIONS FOR FURTHER RESEARCH 

The basic purposes of exploratory research are to illuminate a field of 
study and to identify and describe topics for further study and research 
(Lambert, 1984:240). 

There is scope for further research in various areas in the field of staff 
development. In the light of the findings of this investigation, the fol
lowing suggestions for further research are made. 
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5.4.1 Training programme for staff developers 

Apart from attending to administrative duties, school management personnel 
should spend time on the very important task of staff development. 

The staff developers at school level are the principal, deputy principals, 
heads of department and mentors. An investigation could be conducted to ex
amine the training of staff developers with a view to designing a sUitable 
in-service training course. 

5.4.2 School climate and staff development 

Research has shown that school climate is an important determinant of staff 
development outcomes. A study could be designed to determine the influence 
of the dimensions of organisational health on staff development. 

5.4.3 Useful practices in staff development 

Evaluation is done in the following two contexts: 

o to gauge the effect of a staff development strategy in bringing about 
change within a given time frame; and 

o to establish the effectiveness of staff development programmes over a 
period, for example two to four years. 

There is a need for a longitudinal study to evaluate staff development 
practices over the medium term (2-4 years), so that useful practices coul~ 
be identified. 

5.4.4 Staff development at the regiona1 level 

Staff development programmes are usually planned and implemented at school 
level and it is meant, ideally, to suit the needs of a specific institu
tion. 

The abilities of staff varies from school to school. It is common to find 
certain subject departments to be Ilstrong U in some schools because they 
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have enough experienced and well-qualified teachers, and these capable 
educators may not have the same in-service needs as their inexperienced ar~ 

underqualified counterparts. 

A study could be undertaken to design and implement programmes on the 
macro- and regional level, in order to promote a more reasonable 
redistribution of the wealth of human resources throughout the region, a 
specific region or province, or in a part of an educational subsystem such 
as Indian secondary schools in the Republic of South Africa. 

5.4.5 Implementation of the present model 

A research study could be conducted to determine the workability and ef
ficacy of the model proposed in the present study. 

5.5 CONCLUDING REMARKS 

Staff development goals are likely to be met when 

teachers are actively engaged in identifying content areas, needs and 
strategies; 
andragogical processes necessary for adult learning are provided; 
the school ecology nurtures professional growth; 
organisational needs are harmonised with teacher needs; and 
staff development activities are job related, experiential in nature, 
on-going and linked to each other. 

A teacher's education is a lifelong process and staff development forms an 
integral aspect of that process. The staff development model proposed in 
this study is based on the view that the teacher has the capacity for con
tinuous self-renewal and will become responsible for self-improvement pro
vided management staff create an environment of warmth, support, openness, 
respect and trust. 
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Educational managers must reduce their locus of control in staff develop
ment and grant teachers greater autonomy in determining the direction of 
their professional growth (Saludades, 1984:194). Staff development is an 
effective tool that could be used to actualise human potential, improve the 
quality of teaching and learning and, ultimately, make schools not only 
more productive, but enable them to fulfil their mission of true educative 
teaching, thereby making a real positive contribution to the upliftment of 
the whole society they serve. 
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ANNEXURES 


For the sake of clarity. the meaning of certain terms is given below: 

1 STAFF DEVELOPMENT 

It is a process that is based on the premise that people are in a constant 
state of growth (always learning something new). Staff development is an 
on-going process that aims to promote the personal and professional growth
of teachers. 

2 EDUCATIONAL MANAGER OR SUPERVISOR 

Refers to one or more of the following: 
o principal 
o deputy principal(s) 
o head of department. 

3 STAFF DEVELOPMENT ACTIVITIES 
o Clinical supervision 
o Focused classroom observation 
o Workshops 
o Corporate planning and preparation 


Micro-teaching

Peer observation 

Self-evaluation 


o Directed reading. 

4 TEACHER NEEDS 

Refers to the area in which a teacher wishes to improve. This may be knowl
edge or a teaching skill or attitude. 

5 CLINICAL SUPERVISION 

Supervisor meets teacher to discuss lesson and date of classroom 
observation. This is followed by the classroom visit. Thereafter the super
visor meets the teacher to discuss the teaching skill in question and to 
plan another cycle. 

6 CORPORATE PLANNING AND PREPARATION 


Teachers with a common interest, e.g. teachers of mathematics taking Stan

dard 7 classes, meet to produce worksheets, assignments, tests, lesson 

preparations, etc. 


7 MICRO-TEACHING 


The classroom situation is simulated by using about ten pupils in order to 

practise and refine teaching skills. 


8 PEER OBSERVATION 


Teacher(s) observe another teacher with the intention of acquiring or im

proving teaching skills. 
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ANNEXURE A: COVERING LETTER TO TEACHERS 


PO Box 177 
STANGER 
4450 

8 June 1989 

Dear Colleague 

You have been selected to participate in a study of staff development prac
tices in secondary schools. I would be most grateful if you could use some 
of your time to complete this questionnaire. 

This questionnaire is designed to gather data on the nature of staff devel
opment programmes being implemented at secondary schools. On the basis of 
this information a staff development model will be formulated. 

Your candid response is essential since it will have~a strong bearing on 
the outcome of the research study. All responses will be treated in strict 
confidence. Do not write your name or the name of your school, to ensure 
complete anonymity. 

Place the completed questionnaire in the ervelope, seal and hand it to the 
principal or the person in charge. 

Thank you for your co-operation. 

Yours faithfully 

o A GOVENDER 
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ANNEXURE B: LETTER GRANTING PERMISSION TO CONDUCT STUDY 


ADMINISTRATION: HOUSE OF DELEGATES 
AOMINISTRASIE: RAAO VAN AFGEVAARDIGDES RepubliC 01 SCu!:"1 Africa 

Republlek van Su,d-AfnKa 

Department of Education and Culture 
E::.olanaOe Government Officesbepartement van Onderwys en Kultuur 
Esplanadestaatskantore 

Stanger Street A 10/29/2Reference : (031) 37·2351 Stan~rslraat 
Verwysing Teacher Ed./Staff Dev. 

f 	 Private Bag X 
InQuiries 	 Pnvaatsak 543236223445ANavrae Mr M.H. Buckus 

DURBAN 
Ext. :::t:fli: "INONO"Bylyn 204 	 4()00 

ATTENTION MR D.A. GOVENDER 

The Principal 

Stanger M.L. Sultan Secondary School 

P.O. Box 203 

STANGER 

4450 

RESEARCH THE EFFECTIVENESS OF STAFl" DEVELOPMENT PROGRAMMES IN INDIAN 
SECONDARY SCHOOLS 
Your letter dated 19 January 1987 has reference 

u3 

Permission is hereby granted to you to conduct the abovementioned 
research at secondary schools under the control of this Department 
provided that 

1.1 	 participation in the research is on a voluntary basis; and 

1.2 	 the research is conducted outside normal lesson time. 

2. 	 Kindly attach a copy of this letter when corresponding with schools. 

3. 	 The Department wishes you every su(:cess in your research and looks 
forward to receiving a copy of the findings. 

DIRECTOR 
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ANNEXURE C: QUESTIONNAIRE 

SECTION 1: BIOGRAPHICAL DATA 
Place a cross in the appropriate box or column 

1.1 	 Classification of your secondary school is Ics I SI I 
1.2 	 Department in which you teach for the greatest amount of time: 

English Afrikaans Maths/Physical Science/Biology/General Science 

Commercial Subjects Humanities 

1.3 	 Teaching experience in years is 

In sections 2 to 5 a list of statements is presented. For each statement, 
indicate the extent of your agreement or disagreement.

Strongly agree (SA)
Agree (A) 
Disagree (D)
Strongly disagree (SO)
No response (NR) 

SECTION 2: ADULT LEARNING AND GROWTH 

In helping ma to improve my knowledge and skill in 
classroom instruction (teaching), management 

2.1 	 take into account my years of experience as 
a teacher 2.1 

4 312 1 0 

SA AJ D SD NR 

2.2 	 give me reasonable time to learn and refine 
my teaching skills 2 • 2 I SA I A !D ISO 1 NR I 

2.3 	 take cognizance of my aptitude, abilities 
and knowledge 2.3 ISA I AID!SD I Nltj 

SECTION 3: CHANGE PROCESS 

When I change my teaching method or try a new 
approach, my head of de~artment 

3.1 	 leaves me to my own resources 3.1 

3.2 	 understands that change is gradual 3.2 

4 3 2 1 0 

SA A D SO NR 

SA A 0 SO NR 

3.3 realises that the orocess of change is 
influenced by my personality as well 
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SECTION 4: LEADERSHIP 

The leadership qualities of management in 
instructional improvement at my school 
can be described by the following statements: 

4.1 	 Management perceive the existence of 
problems pertaining to teaching 4.1 

4 3 2 1 I 0 

SA A 0 SO NR 

4.2 	 Management display commitment to 
improving the quality of teaching 4.2 r 	 SA I AI0 ISO INR I 

4.3 	 The principal makes teachers aware of 
school goals 4.31 SA I AI 0 ISO INR I 

SECTION 5: SCHOOL CLIMATE 

School climate refers to the atmosphere, tone or 
feel of the school. The following statements 
describe your school climate: 

4 3 2 11
 
SA A D SD~5.1 	 The morale of the teaching staff is high 5.1 

5.2 	 The relationship between teachers and 
management is harmonious 

5.3 	 Management allows teachers to participate 
in decision-making in matters that concern 
teachers 

In sections 6 to 10, a list of statementi is 
presented. For each statement, indicate 
frequency by using a five-point scale, namely 

Always (A)

Often (0) 

Sometimes (S)

Rarely (R)

Hot at all (H) 


SECTION 6: HELPING TEACHERS (MENTOR/BUDDY TEACHEPl 

6.1 	 When I need assistance I consult a teacher 
rather than a member of management 6.1 

4 3 2 1 0 

A 0 S R N 

6.2 	 Management train helping teachers to assist 6.2 , A , 0 , S 
with staff development . " " 

6.3 	 Teachers are invited each year to nominate 
a group of teachers to assist in staff 
development 5.3 IA ! 0 SRI N I 
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SECTION 7: TEACHER NEEDS ASSESSMENT 
1 4 321 \011

7.1 	 My head of department and I jOintly 
determine the areas 
improve my teaching 

in which I could 
7 .1 

7.2 Needs are arranged in order of priority 7.2 

A 0 S 
r 

R N 

A 0 S I R N 

SECTION 8: DESIGNING STAFF DEVELOPMENT PROGRAMMES 

8.1 Once the area for growth/improvement (need) 
determined, objectives are worked out for 
each need 

is 

8.1 

4 

A 

3 

0 

2 

S 

1 I 0 [ 

R 
I N1 

8.2 A target date is set for the achievement 
of each objective 8.2 A 0 S R I NI 

8.3 The following methods/strategies are used 
for staff development: 8.3 A 0 S R 

1 NI 
8.3.1 clinical supervision 
8.3.2 focused classroom observation 
8.3.3 workshops 
8.3.4 corporate planning and preparation 
8.3.5 micro-teaching 
8.3.6 peer observation 
8.3.7 self-evaluation 
8.3.8 directed reading 

r 8.3.1 
8.3.2 
8.3.3 
8.3.4 -8.3.5 -8.3.6 

I 8.3.7 -8.3.8 

SECTION 9: IMPLEMENTATION Ot STAFF DEVELOPMENT 
PROGRAMMES 

9.1 	 Staff development activities emphasise
sharing of knowledge and expertise 
as opposed to fault finding_ 9.1 

9.2 	 Management can be relied upon for 
support and encouragement during 
implementation of staff development 
programmes 9.2 Glos R IN [ 

9.3 	 Management provides feedback on my 
progress during implementation of 
staff development programmes 9.3 IA los R I N I 
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I H AA A BA l 

[H AA A BA L 

SECTION 10: EVALUATION 


10.1 	 Staff development activities are 
monitored on an on-going basis (e.g. 
after a workshop an evaluation 
questionnaire is completed) 10.1 

I 

I 4 
1 

3 2 1 0 

IA 0 S R I N I 

10.2 	 Evaluation is done by referring to 
clearly defined criteria 10.2 I A los R I N I 

10.3 	 At the end of the time frame (target date)
evaluation ;s done to assess whether 
the objectives have been achieved 10.3 A 0 S R N 

SECTION 11: MANAGEMENT COMPETENCIES 

For each statement indicate your assessment of 
management competencies in staff development 
using the five-point scale, namely: 

High (H) 

Above average (AA) 

Average (A)

Below average (SA)

low (l) 


11.1 	 Knowledge of teacher's academic background, 
experience, teaching abilities, aptitudes, 
etc. 11.1 

4 3 I 2 

H AA! A 

1 0 

BA L 

11.2 Ability to match teacher needs/problems 
with appropriate staff development
activities 11.2 

11.3 Knowledge of human relations 11.3 

SECTION 12: GENERAL 

12.1 	 Do you support the concept of staff development? 

YES NO 


1 0 


12.2 	 Select one of the options to indicate the extent to which the 
staff development programme at your school has helped you to 
improve the quality of your teaching. 

helped me considerably12.2.1 

helped me to an appreciable degree 12.2.2 

uncertain12.2.3 
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12.2.4 hardly made a difference 

12.2.5 has been of no use to me 

12.3 Write down any aspect of staff development that you feel has been 
omitted in this questionnaire. 

THANK YOU FOR COMPLETING THIS QUESTIONNAIRE 
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ANNEXURE D: COVERING LETTER TO PRINCIPALS 


PO Box 177 
STANGER 
4450 

8 June 1989 

Dear Principal 

I am registered at the University of South Africa as an MEd student. My
study concerns staff development programmes at Indian secondary schools. 
The enclosed questionnaire is designed to determine current practices in 
our schools. Your staff has been selected to participate in this study.
would be most grateful if you could arrange for the completion of the 
questionnaires. Selection of teachers must be done on the following basis 
two teachers, one with experience of between 3 and 9 years and the other 
with experience of between 10 and 19 years, from each of the following de
partments: 

1 English
2 Afri kaans 
3 Maths/Physical Science/Biology/General Science (treat as one depart

ment)
4 Commercial subjects 
5 Human it i es 

Should a teacher teach two or more subjects, he will be placed in the de
partment where he teaches for the greatest amount of time. 

I know that you have a busy schedule. May I suggest that you delegate the 
respons'ibility for distribution and collection of the questionnaires. 

Each teacher should hand a completed questionnaire in a sealed envelope. A 
self-addressed stamped envelope ;s enclosed for the return of the ten 
questionnaires ;n a single batch. 

The letter granting permission to conduct the study and the ten blank 
questionnaires are enclosed. 

It would be appreciated if the questionnaires are returned not later than, 
25 July 1989. 

A summar.y of findings will be forwarded to you as acknowledgement of my
gratitude for your kind assistance. 

Yours faHhfully 

')J-/---~. 1-.. /_______ LJ~~_ 

D A GOVENOER 

Telephone: 	 0324 - 25484 (School) 
0324 - 25943 (Home) 
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ANNEXURE E: LETTER REMINDING PRINCIPALS TO RETURN QUESTIONNAIRE 


POBox 177 
STANGER 
4450 

1 August 1989 

Dear Principal 

RESEARCH STAFF DEVELOPMENT 

I make an earnest appeal to you for the return of completed questionnaires 
that were sent to you under cover of my letter dated 8 June 1989. 

To date I have received returns from 25 out of 45 schools. Kindly ignore 
this letter if you have already returned the questionnaires. 

I look forward to your assistance. 

Yours faithfully 

D A GOVENDER 
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ANNEXURE F 

Testing for differencl~ between means of two groups from a population with a 
normal distribution. 

Step 1: 

Step 2: 

Step 3: 

Step 4: 

Step 5: 

Step 6: 

Step 7: 

Step 8: 

Calculate means for group A and group B. 

Calculate standard deviations for both groups. 

Calculate estimated standard deviation of population. 

Calculate standard error of the difference between means. 

Calculate t value. 

Calculate degrees of freedom. 

Refer to table (two-tailed test) to find t value at 1% level of 
sign ifi cance. 

Conclusions: t > 2,576 implies significant difference. 
t < 2,576 implies r.o significant difference. 
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ANNEXURE G: CALCULATION OF STANDARD DEVIATION (GROUPED DATA) 

Let midpcint of class interval be x, 

frequency f and number of respondents N. 

Step 1 Calculate (~fx}2 

Step 2 Ca1cul ate :s fx2 

Step 3 Calculate standard deviation, s, 
by using the formula 

s· ~ JN:2;fx' - (:;Ofx)'
N . 
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