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ABSTRACT

cxplo ng the ole function of School Management “evelopers
as providers of INS_T fc¢ SSE.

The first democratic elections held in South Africa in 1994 brought about
many changes in the South African education system. Among the new
policies and legislations introduced to transform the education and training
system was the introduction of Outcomes-Based Education (OBE), commonly
known as curriculum 2005 to accommodate the needs of all learners and
society as a whole (Willams 2002:2). As a resuilt of these changes, many
educators, specially those at secondary schools found themselves in the
state of uncertainty about the relevance of their skills in the classroom
situation. These educators found themselves in need of skills and knowledge

that would enable them to cope with the educational challenges.

Ravhudzulo (2004:1) notes that if SSEs are to move with changes and
provide quality education, they need INSET and should be involved in it
throughout their careers. After all, educators and principals are a school's
most important resource and continual investment in their professional
development contributes to raising the quality and standards of learners’

learning and achievement.

In the Free State Provinc for example, School Management Deveiopers
(SMGDS) have the responsibility to establish what knowledge, skills and
abilities are essential to enable SSEs to perform their jobs competently.
Based on the foregoing, an exploratory research study was conducted to
investigate the role function of the SMGDS as providers of INSET for SSEs in
the Thabo Mofutsanyana Education District (TMED) of the Free State

Province.

The research was conducted by means of a literature study and an empirical
investigation. The literature review explored various definitions of INSET and
related concepts as used in the United Kingdom (UK) and South Africa. The
empirical study investigated the role of SMGDS as providers of INSET for

vii



SS.s in TMD of the Free State Province by using questionnaires

administered to fifty-two secondary schools intt TMD.

The research findings indicated that there is a need for SMGDS to provide
vigorous INSET programmes in order to improve SSEs’ knowiedge and skills.
The type of INSET provided to SSEs becomes relevant only if their needs are
addressed. Based on the literature- and empirical research findings,
recommendations were made for the Depal...1ent of Education regarding the
need for SMGDS to provide INSET to SSEs. Further indications are that

INSET provided by SMGDS improves educator performance in the classroom.
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o To assess professional development needs by using questionnaires,

informal metho  and developmental appraisal.

¢ To support/plan staff development activities based on needs and which are
congruent with the principles and values ¢ the applicable policy

frameworks and plans.

e To contribute, to imple . .:nt and participate in staff development

programmes.

¢ To evaluate success/problems of staff development programmes in terms

of the goals of the institutions/Department.

¢ To provide support for professional growth of educators within an appraisal

programme.

e To participate in agreed educator appraisal processes in order to regularly

review their professionai practice.

Having outlined the role function of the SMGDS in the provision of INS 7, the
researcher will highlight some challenges being encountered during the

implementation of RNCS.

There are a number of factors which impact on the effective implementation of
the RNCS in the classroom according to monthly SSEs reports. The real
challenges facing SSEs include tt lack of regular training about new
strategies in teaching, fack of consuitation by INS., providers and not being
given an opportunity to interact with other educators teaching the same
subje Furthermore, SSEs fe« that they are not involved in designing
learning programmes for the district. ©~ e above-mentioned reasons, further

justify the need for the SMGDS to provide appropriate INSE « programmes.

e role of SMGDS in providing INSE. programmes is crucial for weil
functioning SSEs to suit new developments in education. The responsibility of
SMGDS, therefore, is to des _ .1 INSET programmes that will enable SSEs to
deal with problems such as curriculum development, lack of resources,

administration problems, overcrowding of classes, disciplinary problems as
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well as educational change. As noted by Oliva (1993:352), the supervisor as
the in-s vice and t.__ning provic - tempts to move SSE complacency and
dissatisfaction with the status quo. It is the SMGD’s duty as a leader to
stimulate SSEs to want to find new and better ways of achieving their
instructional goals and improving the curriculum. Further, Oliva (1993:352)
contends that it is the responsibility of the supervisor to identify the SSEs’
INSET needs through surveys, requests and observations. Another major
responsibility of the SMGDS is regarded as planning, setting into operation

and evaluating INSET programmes.

According to Bagwandeen and Louw (1993:1-2), there are a number of factors
which impact on Learner learning in tt classroom, namely resources, an
inspiring environment and, most important of all, the quality of educators as
they are a school's most important resource. Investment in the continual
professional development of educators tt ugh in-service training (INSET)
contributes to raising the quality of learners' learning and achievement
(Bagwandeen & Louw, 1993:4). Recognizing the major effect educators have
on Leamner learning, it is clear that, to improve teaching and iearning, the

quality ¢ educators needs to be improved.

School Management Developers (SMGDS) have the responsibility to establish
what knowledge, skills and abilities are essential to enable educators to
perform their jobs competently. Equally important is the expectation and the
conception that where in-service training is provided, the investment will pay
off.

Some ¢ the assumptions that unc lie INSET as indicated by Atkinson et.al.
(1992:119), inciude the following:

e Ali personnel at schools, to stay current and creative, need INSET and

should be involved in it throughout their careers.

« |INSL. impacts on the quality of the school programme and helps
educators improve their abilities to perform to the optimum of their

professional responsibilities.






exposure he was then appointed as a School Management L reloper in 1997

in the same district.

The researcher was once more requested by the TMED office to undergo
training to be an INSET facilitator. The training was conducted in terms of a
Canada — South Africa project. It was during this period of conducting INSE .
programmes that the researcher became interested in undertaking further
research into studying the impact of INSET on w.Jducators in secondary
schools in the TMED. During interaction with educators it became evident
that SMGDS, because of INSET resources available to them, could be used

provide INSET programmes for educators.
1.2.2 Problem statement

This research study will focus only on secondary schools situated in the
Thabo Mofutsanyana Education District (TMED). Thabo Mofutsanyana
Education District is one of the fi  largest education districts constituting the
Free State Education Department (see Appendix D). However, the study wili
focus on fifty two secondary schools found in the named district. The purpose
of this study is to capture in defails, the perceptions of SSEsregarding the role
of SMGDS as providers of INSET programmes.

The following research questions were formulated as a way to guide this

research study:
» What is the meaning of INSET?

¢« What is the role function of School Management Developers (SMGDS) for
the provision of INSE .\ for SSE?

e How can INSET improve the competency of SSEs through increased

knowledge and skills?

¢« What are the views and perceptions of SSEsabout INSET programmes
provided by SMGDS?



 Can a proposed teaching and learning model be designed to be used by
Thabo Mofu 1 - SM 1S for the provision of INSETto S =?

As a theoretical framework for this study in the sections to follow, the
researcher will discuss problem formulation, significance of the study,
objectives of the research, research methodology, research design and

planning of the research.

1~ OBJECTIVES OF TH= STUL

in summary, the objectives of this study are mainly:
¢ To determine the meaning of INSET.

e To determine the role function of School Management Developers
(SMGDS) with respect to their role as providers of INSET for SSE.

¢« What lessons can be learnt from a developed country with respect to the
provision of INSET.

o To determine if INSET can improve 1e competency of SSEsthrough

increased knowledge and skills.
e To determine the views of SSEsabout INSET programmes.

e To design a model that can be us 1 by Thabo Mofutsanyana SMGDS for
the provision of INSET to SSEs

1.4 RESEARCH METHODOLOCG

According to Seaman and Verhonick (1982:149), research design refers to
‘the way the researcher plans and structures the research process.” Denzin
and Lincoln (1994:14) share the same view and describe research design as
“a flexible set of guidelines that connect theoretical paradigms to strategies of
inquiry and methods for collecting empirical materials.” In other words,
1 €~-ch design refers to an rrangement of procedures and methods of a
research study that includes sampling, data collection, analysis and

interpretation of results. Research design provides guidelines and structures






1.4.3 Data-collection

The research conducted for the study was done in the format of self-
administered questionnaires that were distributed either during convenient
workshops, or through contact persons in schools of the TMED in the province
of the Free State. This survey instrument is found in appendix A at the end of
this study. The questionnaire was administered in a confidential and

anonymous manner (See 5.4).
1.4.4 Population and sample of the study

Thabo Mofutsanyana District is part of the . .ee State Education Department
and is located in the Eastern Area of the Province. TMED is the biggest
district in the Free State province and consists of 90 secondary schools
stretching from the town of Clocolan next to the border of Lesotho to Memel
on the border of the KwaZulu Natal Province (see Map in appendix D). The
sample that was used consisted of 52 secondary schools. Furthermore,
details on the popuiation of the study are fully discussed in Chapter Five (see
5.4.2).

1.4.5 Ethical considerations

There are very important principles that guided the researcher and the study

that evolved from it, namely:
1.4.5.1 Voluntary participation

Participation of the SSEs in the research and the study was based on the
voluntary participation of respondents. However, the researcher did request
the necessary permission to conduct the research from the TMED principais
before the time, as is seen in the letter which was attached to all self-

administered questionnaires when distributed to the schools.
1.4.5.2 Anonymity of respondents

The participation of the SSEs in the study and the completion of the survey

instrument was also based on the principle that the school would be






“There is no question or debate about the need for professionals in
every field to be in some form of continuing education; that tt

basic need for continuing education results from the danger of two
kinds of obsolescence, that is, teaching the same standard for a

number of years without furthering one’s studies.”
1.6 DEFINITION OF CONCEPTS

Key concepts and terms that are central to the study are explained in detail in
Chapter 2.

1.6.1 School Management Developer

A school Management Developer is a term used in the Free State Province for
an official who develops school principals and educators in terms of teaching
strategies, school finances, extra curriculum management and improvement
plans (cf. 2.6).

1.6.2 In-service education and training (INSET)

In attempting to critique definitions of INSET, Bolam and Porter (1976:3)
pithily comment, that ‘no agreed definition exists.’ indeed, INSET has been
defined in various ways. As Murphy (1985:6) observes, there are as many
definitions as there are INSET programmes. Understandably, therefore, one
assumes that the definition of INSET will depend to a large extent on the
emphasis that is placed on INSET in terms of its plan or design (cf. 2.5).

1.6.3 Secondary school

Secondary school, as used in this research, refers to a school which caters for

learners in grades ten, eleven and twelve.
1.6.4 Secondary school educator

For the purpose of this reseach a secondary school educator is regarded.

11



1.6.5 Education district

An education district is defined as clusters of schools {making up a circuit),
educator formations and other stakeholders, such as school Governing
Bodies (made up of communities around the schools) in a given area and has
as its modal point a resourced district office. An education district is an entity
which is largely defined in terms of the number of schools, educators and

especially learners.
1.7 € WCTUF DOFTF RESEARCH

In Chapter One, the researcher introduces the reader to the field of this study.
. e research problem is contained and explained together with the objectives
of the study. The significance of the study is outlined and the method used in
collecting data is stated and explained. Limitations of the study as well as the

structure of this research are also given.
Chapter Two provides an explanation of INSET.

In Chapter three the concepts of SMGDS and INSET provision is further
explained by analyzing the nature of SMGDS in the United Kingdom (UK)
secondary schools. Information on how SMGDS in the UK operate on a daily
basis as well as the leanings by Thabo Mofutsanyana Education District is

discussed.

Chapter Four deals with the role of SMGDS as providers of INSET in the
TMED of the Free State Province. A specific example is that of a resource
centre used by SMGDS to provide INSET to SSEs.

Chapter Five, comprises of an empirical investigation into the need for
SMGDS to provide INSET to SSEs in the Thabo Mofutsanyana ™ {ucation

District of the Free State Province. [t also presents the research design.

Chapter Six presents a proposed model for INSET provision for TMED SSE.

12



Chapter Seven consists of a brief summary of the research. Furthermore,
mnclusions are drawn from the findings and :omn v ions for further

research are made.
1.8 CONCIl ISION

The problem investigated in this research has been posed in this chapter. It
was indicated that the role function of ¢ 1GDS is critical in the provision ¢
INSET for SSEs. In ch »ter two the theoretical and conceptual framework for
SMGDS as providers of INSET to SSEs will be discussed.
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CH F ERTWO

THE MEANING OF INSET

2.1 INTRODUCTION

In chapter one, the researcher provided details about the scenario concerning
the role function of SMGDs in the provision of INSET and the research
problem which led to the present study. Furthermore, the objectives of this
investigation as well as the research methods and the structure of the
research with regard to provision of INSE programmes for S& sby SMGDs
have also been referred to. The background to the problem and the
significance of the study was also outlined. Finally, a brief definition of key

terms was given.

Chapter two will deal v h the school as an organisation, effective schools and
outline a definition of renewal. The concept INSET will also be broadly
defined. The difference between Adragogy and Pedagogy will be fully
discussed. Lastly the chapter will outline different models relevant to INSET

programmes
2.2 THE SCHO(C . AS AN ORGANIZATION

A distinctive feature of all modern societies is the presence of organizations.
Adults spend much of their time working in corporate or gov nment
organizations; children spend much of their early years at school. [n industrial
societies, organizations are a rational and efficient way to coordinate human
action. Owens (1991), as quoted by Atkinson, Wyatt and Senkhane
(1992:194), observed that organi——tions are social groupings that are
deliberately constructed or reconstructed to achieve specific goals. Thus,
organizations combine resources, personnel, equipment, and raw materials to
achieve goals. Furthermore, they evaluate performance relative to goals and,

if needed, make adjustments to insure that goals are achieved. These



activities allow organizations to serve the needs of soc y and its citizens
bett zioni, 193).

Although organizations were created to serve the needs of society, they have
sometimes become its master rather than its servant. The dominance of
economic and governmental activity by large organizations is a recent
development, as is the study of organizations by social scientists. Within the
social sciences, al major schools of thought have emerged; each
presents differing perspectives on organizations and the ways in which peopte
can be influenced to achieve the goals of the organization. Rather than joining
the battle as to whether one school of thought is better than another, it is

advocated that problems be viewed from several different perspectives.

The reason that organizations exist is to achieve goals. Organizational goals
are directed toward achieving a desired future state of affairs and operate
“through images which have a very real sociological force that affects
contemporary actions and reactions” (Etzioni, 1960:6). The goals of an
organization are based on the values of society. As a conseqL 1ce,
considerable pressure is exerted on organizations by government agencies,
labour unions, and laws as to what goals may be sought and what means may
be used to achieve them. Organizational goals may be determined through
consultation among everyone in the organization. At other times, goals may
be determined as a result of conflict or complicated power plays among

groups or individuals inside and outside the organization.

Although it is known that goals are always intended, it is difficult to
differentiate between goals that are simply stated and those that an
organization intends to pursue. One way of differentiating the real goals of an
organization is to examine the distribution of the organization's human and
materials resources. In general, the real goals of an organization are those to
which a majority of resources are directed (Atkiscn et al., Unpublished Article:
189).

The school is also an organization in that schools are formal organizations

with many of the same characteristics as bureaucratic organizations. Abbott,
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as quotated by Hoy and Miskel (1991:115), indicates that the school
ore iz ion w know it today can :curat 'y be ¢ scrik 3 h "y
developed bureaucracy. The basic assumption of bureaucracies is that every
subordinate has less technical expertise than his/her superior. This
assumption certainly does not apply to schools. On the contrary, educators
often have more competence and technical expertise than SMGDS and
principals who occupy a higher level in the school as organization.
Consequently, to find strain and tension at schools between educators and

principals should not be surprising.

However, schools have their own uniqueness in that they are structured more
loosely than is true of other organizations. For example, only a limited amount
of inspection occurs at schools as an SMGD who visits a classroom too
frequently is accused of harassment. At schools, educators are reluctant to
give one another unsolicited feedback. As a result, poor performance persists
because inattention is justified as respect for professional autonomy.
Moreover, schools have large spans of control. This means that there are few
educators and many learners. Educators find it hard to keep track of the
learners, let alone of one another. Since the technology of education is not
clear, educators try many different things and find it difficult to tell what works
(Weick, 1982; 673-675).

It is clear from the above explanation of schools as organizations that there
exists a need for SMGDS to provide INSET. However, few resources are
ever committed to this goal. If INSET is a real goal, significant organizational

resources should be committed to it.

Furthermore, for the SMGDS to maximize the provision of INS™ ™, research on
how effective schools operate and engage in teaching needs to be

strengthened hence looking at effective schools become critical.
2.3 “FFECTIVE SCHOOLS AND TEACHING
To have instructionally effective schools, proponents of effective schools

literature have hypothesized that there must be:
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s Clear, focused mission {(although all schools adopt multiple goals, the
gt to [ nic d to u I r

nonnegotiable in instructionally effective schools)
» Strong instructional leadership by the principal
* High expectations for learners
s Freguent monitoring of learners’ progress
» A posith learning clima
* Parent/community involvement

« An emphasis on learners’ attainment of basic skills (Bamburg &
Andrews,1990: 3)

Glickman (1991:80) states that every major research study on successful
schoois has noted the organizational phenomenon of collective action,
agreed-on purpose and belief in attainment. This occurs when educators
perceive themselves “as part of the larger enterprise of complementing and

working with each other to educate learners “.

Bamburg and Andrews (1990:29) believe that to be an effective instructional

leader, or--

e has a vision for the organization that is clearly focused upon desired

outside outcome (i.e. “ensure academic excellence “);

¢ communicates that vision to everyone connected with the organization to

obtain support for it;

s provides and/ obtains the resources needed to accomplish the vision

(i.e. materials, information or opportunity ); and
* manages oneself so that the above can occur.

Their research on effective schools strongly suggests that instructionally

effective schools have principals who are viewed by educators as the primary
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instructionai leader at the school. They developed an operational definition of
instructior aC ip b riour. TI | r._Jarv : found to t of

strategic interactions that Bamburg and Andrews {(1990:17-19) grouped as:

e A resource provider that marshals personnel and resources to achieve a
school's mission and goals, and is knowledgeable about curriculum and

instruction

e An instructional resource that sets expectations for continual improvement
of instructional programmes and actively engages in staff development,

and encourages the use of different instructional strategies

¢ An effective communicator who models commitment to school goals and
articulates a vision of instruction goals and means for integrating
instructional planning and goal attainment, and sets and adheres to clear

performance standards for instruction and educator behaviour

e A visible presence who visits classrooms, attends departmental or grade-
level meetings, is accessible to discuss matters dealing with instruction, is

an active participant in staff developmer

Research on effective teaching reveals how to accomplish certain tasks.
Instructional leadership differs from the other models reviewed in this chapter
because it focuses on the direction of influence, rather than its nature and
sources. The increasing emphasis on managing teaching and learning as the
core activities of educational institutions has led to this approach being
endorsed, notably by the English National College for school Leadership,

which includes it as one of its ten leadership propositions.

“Instructional leadership is strongly concerned with teaching and
learning, including the professional learning of educators as well

as Learner growth”.

Bush and Clover's (2002:10) de _.ition stresses the direction of the influence
process: Instructional leadership focuses on te: 1ing and learning and on the

behaviour of educators in working with learners, Leaders influence is targeted
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at learners learning via educators. The emphasis on the direction and impact

“infl - 2ratherthantt inflL x proc sits ~

Southworth’s (2002) qualitative research with primary heads of small schools

in improving teaching and learning:

o modelling;

¢ monitoring; and

» professional dialogue and discussion.

Instructional leadership is a very important dimension because it targets the
school's central activities, teaching and learning. However, this paradigm
underestimates other aspects of school lefi, such as sport, socialisation,

Learner weifare, and self esteem (Bush 2003:16-17).

However, as Glickman (1990:80) points out, it does not tell us which is tt

best way. Schools or school systems must first choose goals according to
what is best for their arners. For example, should higher achievement
scores in reading and mathematics be gained at the expense of studying
science, art and music? Once goals are set, research on effective teaching
that is congruent with the goals can then be applied in the most effective

manner.

In the current research on effective teaching there are some generalities to be
noted. Glickman (1990:80) concludes that it is inappropriate to view explicit,
direct instruction as the model for effective teaching, valid for the majority of
instruction in a classroom. Rosenshine (cited in Glickman, 1990:80) estimates
that direct instruction should account for 40% of teaching at most, and still
remains the most used instructional strategy. Then what instructional model
should be used? It will depend on the school's goals. Using these as a guide,
educators must make informed decisions as to the most appropriate
instructional model(s). fective instruction, then, is the ability - «  a variety

of * 1ching methods according to a variety of learning goals and outcomes.
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According to Porter and Brophy (1988:74), effective educators portray the

following ct o

» Understand their instructional goals

s _asign instruction according to these goals
e Communicate goals to learners

e Create learning situations and use a variety of instructional approaches to

promote creative thinkers, as well as factual learners
o Reflect

Evaluate themselves

One of the key strategies that can be employed to enhance effective schools’
teaching practices could be the implementation of INS_. renewal. This

concept isl now discussed.
2.4 RENEWAL

The concept renewal is often used synonymously with INSET and
professional development. More specifically, Burke (1987: ix) explains that
the concept of renewal as merely beginning once more is too parochial to

satisfy the idea of development. He states that:

“...to be sure, renewal can be a reinstatement of a former activity,
but it is more progressive in nature when viewed as an extension

or a reinvigoration of both purpose and process”.

Renewal in education is also a personal phenomenon. As such it must come
from within the person. It cannot be something that bureaucrats can demand
as conditions of service in terms of a mandate, requirement or regulation
(Bolak, 1983:31), referring to A. Mamary, ‘District-Wide Model for Educator
Renewal’, Viewpoints in Teaching and Learning, 54, (1978.70)).
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Renewal, however, can be encouraged in a school milieu characterized by
tr t, caring, | 1, pric id high mo e # lch, Jucators are tt

seen as professionals who are involved in decision-making.

It must be emphasized that in any  ewal programme, envisaged educators
are the bottom line of the anticipated change (Schiffer,1979:4). Moreover,
renewal must be seen as the extension of the teaching role which contributes
towards relieving the constraints of being limited to earlier strategies and
approaches. The logical development of new design throws the door wide
open for the evolution of new patterns of process. Understandably the earlier
patterns are points of reference that lead in the final analysis to creative

planning and action {Burke, 1987:ix).

Psychological and economic commitment to the professional growth of
educators could lead to a coherent and comprehensive process for self-
analysis and renewal (Dillin-Peterson, 181:2). If educators v ‘e unwilling or
unable to implement progressive ideas in educational thinking, even the most
educator-proof package of innovation would be doomed to failure (Schiffer,
1979:4).

Professional renewal, then, is concerned with a genuine |learning experience
that results in more effective and efficient pedagogy. Educators are usually
inundated with a wide variety of responsibilities that impinge upon them at one
time. Learning to control, co-ordinate and organize is a developmental
experience. It is to be expected that the attention span directed to such
responsibilities will differ and vary over a period of time and thus tax the
ingenuity, enterprise and initiative of the individuals involved. 1t is also
understandable that, at times, individuals may need to concentrate on a single
measure of responsibility. The ‘ore, during this time it is possible that the
application of their abilities may remain dormant and unused. In the course of
time, development may necessitate a shift back to the dormant areas of
responsibility at which point the educator may feel inadequate. According to
Burke (1987:x), such instances should be grasp~d1 as opportunit ; for
renewal. In this context, renewal is conceived of as the re-establishment of

former strengths.
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Continuous, responsible self-renewal for educators is the ult ate goal of the
pro of IN T d f pn it ¢ I Jtofc erpe >»
professional growth (Dillin-Peterson, 1981:3). Burke (1987:ix) corroborates

this contention by his comment that:

“‘Rer val is, in fact, the complex of processes essential to
continuing improvement of personal and professional qualities.
Renewal of personal competence can lead to programme vitality
and a guarantee that improvement will be a continuing and
individual realization. Successful professional renewal is
dependent upon change, and change is an essential component of

development”.

Although literature indicates that renewal of INSET can improve the quality of
schools, the concept 'INSET' needs to be defined and analyzed for the

realization of the objectives of this research (cf. 1.3).
2.5 DEFINATION OF INSLT

Effective INSET provides answers to the following questions: What are the
reasons for ¢-—1nized INSET? What are the main objectives and issues of

organized INSL, ?

Both questions are interrelated. The question of “why INSET systems are
organized for educators” governs decisions on their objectives and their target
groups. e answers concerning the objectives and the target groups provide

answers as to why INSET is organized.

INSET systems for educators tend to meet, first of all, the following

challenges:

e The changing requirements imposed by socio-economic and cultural
development on the educational system, educators and other educational

personnel
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e he changing requirements imposed on educators’ qualifications by the
lue ot U d impro it of g formr 1w of t

teaching profession (Bagwandeen & Louw, 1993:19)

o It is also evident that, besides specific social needs, the concept of INS
is under the influence of many other stimuli which cannot be ignored.
Thus, for example, INSET is influenced by the changing needs and
aspirations of learners, by the experience gained by the educator in
relation to the improvement of subject specialization, by the outcomes of
the educator's self-education and by the results of self-critical professional

assessment.

Significant differences exist in the organization of an INSET system. On the
one hand there is considerable diversity connected to the seeking of clear
communication links and a ¢ tain unity of action. On the other hand, these
systems are integrated in overall education systems (especially in the socialist
countries). In this respect there arises the question of the range of INSET
initiatives and the implementation of general concepts within educators’

lifelong education.

Because of its variety, it is difficult to generalize with regard to the purposes,
forms, methods and levels of INSET. There is agreement, however, on the

following aspects:
s A growing interest in finding suitable forms of INSET

» The inability of existing systems to fully satisfy the needs of society in this
field

e A keen interest in, and much activity devoted to, improving the quality of

INSET within the context of lifelong education

SMGDS who work with SSEs should adopt a definition or rationale for staff

development that focuses on the individual SSEsand his/her personal growth:

“...staff development is first and foremost an atiitude, a

commitment to help individuals grow personally and professionally
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in a supportive climate. Staff development involves a broad range
of activitt ¢ igned to promote s 2nev 1d indirectly, mo
effective learning for youngsters. Staff development activities are
long-range in orientation 1d plac the individual staff member at
the heart of the growth planning process” (Rogus & Shaw,
1984:15).

This definition focuses on the long-term development of individual educators.
Educator growth involves changes in behaviour that should be apparent to
and measurable by tt lucator and the principal. Effectih  staff development
exists when educators implement appropriate strategies, techniques and
approaches to identify objectives that lead to specific outcomes or products.
Educator growth, in turn, should result in the improvement of the achievement,

motivation, self-image and discipline of the learners in their charge.
Ideally, staff development should help SSEs to;
+ set specific professional growth and improvement objectives;

¢ plan collaboratively with peers and supervisors to implement growth
strategies, skills training, demonstrations, inservice activities, peer and
other coaching opportunities, as well as supervisory sessions that aid

directly in attaining individual objectives;

* demonstrate and assess professional growth as an individual, with peers,
and for supervisors on observable and measurable criteria that are clearly

related to learner achievement; and

¢ plan additional continuing growth activities and workshops (Rogus &
Shaw, 1984: 17).

SMGDS as providers of INSET are expec 1 to conduct workshops for SSEs
in order to improve educat. effectiveness. Workshops are generally flexible
and adaptable the requii ments of the SSEs and situations. They provide
for the polling of information and at the same tin  they enable SSEs to share

experiences. This contributes to the development of individual and group
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skills. They help build confidence among the SSEs. SMGDS, as facilitators of
worl 10} or p ‘ oSS s to olutic  to tt -y Is.
Workshops emphasize the development of individual competencies in a
defined area of concern largely through a variety of small groups. Lastly,
workshops redefine and refine the fundamental goals of education and

generate creativity and critical thinking {(Oliva, 1993 358).

As Bagwandeen (1991:50) contends, it must be conceded that while
definitions of INSET may vary, INSET itself remains a crucial element. |t
provides for the varying needs and aspirations of educators. It further

contributes profoundly towards improvement in the quality of education.

It is, however, necessary to take note of specific guidelines for adult education
practice or as Knowles (1980:43) states, the art and science of helping aduits

learn.
2.51 The difference betwee andragogy and pedagogy

The concept “andragogy “is diffuse. It is sometimes formulated as theory, a
s¢ of hypotheses or guidelines for adult education practice. Furthermore, the
rropean meaning differs from the North American meaning, which is aimost

always associated with Malcolm Knowles.

As mentioned in tt  North Amr ican literature, the concept of andragogy is
generally associated with Knowles’ conceptualization of andragogy. This is
generally also the case in South Africa. Knowles (1980:43) defines
andragogy as “the art and science of helping adults learn”. Originally,
Knowles defined andragogy in contra-distinction to pedagogy. However, his
thinking changed graduz s and he later described it as follows (Knowles,
1980.43):

“‘Andragogy is simply another model of assumptions about adult
learners to be used alongside the pedagogical model of
assumptions, thereby providing two alternative models for testing
out the assumptions as to their fit' with particular situations.

Furthermore, the models are probably most useful when not seen
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as dichotomous but rather as two ends of a spectrum, with a
ilistic assumption (about le 1 in v oasitt jon - ling in

between the two ends.”

While Knowles' interpretation and application of the concept has varied over
the years, his view of andragogy is essentially based on six assumptions (four
originally, with two added later). The assumptions that underlie Knowles’

andragogical model are as follows (see Knowles ef al., 1998):

s As a person matures, his/her self-concept moves from dependency

towards self-direction.

¢ Maturity brings accumulating experience that becomes an increasingly rich

resource for learning.

» As a person matures, readiness to learn is increasingly oriented towards

his/her development tasks and social roles.

¢ As a person matures, the orientation towards learning becomes less
subject-centred and increasingly problem-centred. There is also a change
in time perspective — from future application of knowledge to immediacy of

application.

¢ Adults need to know why they need to learn something before undertaking

to learn it.

« Even though adults are often motivated to learn by external motivators
{promotion, a higher salary, etc), the most powerful motivators are internal

pressures {quality of life, job satisfaction, etc.).

Knowles identified conditions for learning by adults, as well as adult learning
principles.  His assumptions and principles for practice were met by
considerable enthusiasm and support, but were also criticized fiercely. The
andragogical assumption that has been criticized least is that learr s
accumulate a growing reservoir of experience that becomes an increasing
resource fc learning. This assumption of andragogy can “arguably lay claim

as being a given in the literature of adult learning” as quoted by Knowles.
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Pratt (1993:21) concludes an assessment of the contribution of andragogy to

fult u ionby ing that:

“...its contribution to our understanding of adult learning is not as
grand in substance as it is in scale. The widespread and uncritical
adoption of a particular view of adults as learners shouid not be
the only measures by which we assess andragogy’'s contribution

Further, while andragogy may have contributed to our
understanding of adults as learners, it has done little to expand or
clarify our understanding of the process of learning. We cannot
say, with any confidence, that andragogy has been tested and
found to be, as so many have hoped, either the basis for a theory
of adult learning or as a unifying concept for adult education.
Despite the criticism of Knowles’ andragogical model, his views
have been influential in adult education circles. Moreover, the
resultant controversy has led to prolific research and dialogue,
thus contributing considerably to the expansion of knowledge in

the field of adult education”.

When analysing three related terms which are used in the European literature,
namely andragogy, andragogics and andragology (Long,1991), Van
Enckevort {in Long, 1991:74) «plains these terms as follows: Andragogy is
“any intentional and professionally guided activity which aims at a change in
adult persons”. Andragogics is “the background of methodical and ideological
systems which govern the actual process of andragogy” and andragology is

“the scientific study of both andragogy and andragogics”.

The knowledge about “Andragogy” is key to this study because SSEsare also
adults, which will give the researcher and the reader clear understanding on
how the SMGDs can provide effective INSET.

To confuse the interpretation of the term “andragogy” even more, it is not used
in a similar way in aill L.ropean countries and not all countries use this term to
refer to the teaching of adult learners. Some countries, for example, use the

term “adult pedagogy”. In a country such as Holland, for example, andragogy
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means the overall study of social work, community organization and adult
education (Jarv.  1990.22).

The definition is also true because S& 5 are involved as satisfying societai
need after they receive INSET from SMGDs.

Education as the structure underlying the animation of the learning process
must be similarly lifelong and not confined to a limited period of compulsory
attendance at an institution in life. Bearing this in mind, one would ask oneself:
where does adult education lie within this structure or what should be its

relationship with other aspects of informal or formal education in schools?

Knowles (1980:40) postulates that the monks, in teaching very young children
relatively simple skills (originally mostly reading and writing), initially based the
pedagogical assumptions about learning and learners on observation. In fact,
Knowles indicates that people did not get much knowledge about learning
until studies on adult learning began to appear after World War Il. Accordingly,
their educators found them to be resistant frequently to the strategies that
pedagogy prescribed, including fact-laden lectures, assigned readings, drill,
quizzes, rote memorizing and examinations. Adults appeared to want

something more than this and drop-out rates were high.

The South African Schools Act (SASA) (1996:6) states that the adult basic
education and training needs of a majority of the aduit population, both in and
out of formal employment, has had no schooling or inadequate schooling. It is
further states that this situation wilt be redressed because basic education is a
right guaranteed to all persons by the constitution and because our national
development requires an ever increasing level of education and skills

throughout society.

This theory becomes important to this exploration because SMGDS as
providers of INSET engage SSEs who in terms of their ages, as reflected in
biographical information, are adults. SMGDS who are fective instructional
leaders make instruction their top priority and insist that SSEs do the same.
They work with SSEs on making teaching effective, guide SSEs to improve

their instructional skills and encourage change. To be able to do these things,
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SMGDS as providers of INSET must not only be familiar with ways to teach
me ef ively, but also with ways to zh ul 1 y dult

talent effectively.

McPherson and Lorenz (1985:167) suggest that, to understand the theory of
andragogy, it should be contrasted with the theory of pedagogy which has
dominated views of teaching of human beings of all ages. Typically, pedagogy
is defined as the art and science of teaching, but the word is actually derived
from Greek words which mean “leading children.” Thus, pedagogy should be
equated more specifically with the art and science of teaching children and
youth. In contrast, the word “andragogy” is taken from the Greek words which
mean “leading man.” Andragogy, then should be equated with the art and
science of teaching adults. Ideally, SMGDS as providers of INSET should use

pedagogical techniques with learners and andragogical techniques with SSEs.

Knowles (1980.68-89) discusses several major assumptions that distinguish
the andragogical approach to teaching from the pedagogical approach to
teaching. These assumptions pertain to self —concept, readiness to learn,

time [ spective, orientation to learning and experience.
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Table 2.1: The adult learner: A neglected species (Houston: Gulf
Pub ing ik on, " 73)
Frc Pedagogy » Andragogy
Pedagogy Andragogy
<2lf.concept Dependency fncreasing self-

..2adiness

directedness

Biologic development

Social pressure

Time perspective

Postponed application

Developmental tasks of

social roles

Self-pressure

Immediate application

Orientation to | Subject centred Problem centred
learning
Experience Limited in amount Learners are a rich

Difficult to

accurately

interpret

resources for learning

SMGDS as providers of IN¢

I need to understand the following principles as

stipulated by McPherson and Lorenz (1985:55-60) in order to improve the

teaching strategies of SSEs:

» Feedback is important in any educational programme, but is essential for

adult learning. Adults need to see the direct results of their effort and need

to have continual comment about their progress.

Accurate and helpful

feedback reduces anxiety and encourages the adult learner to learn

without fear.

e Adult i

irners reject learning situations that they perceive as attacks on

their competence. As a result, SMGDS should avoid being prescriptive
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with adult learners. The SMGD must act as a facilitator, a resource person

whom tt {ult = arnerre »ects and trusts.

The message to the SMGDS who want to develop SSEs successfully

starts with tt  needs of the adults they are teaching.

Adults learn through a cyclic process consisting of four movements such
as making use of an experience, reflecting or reacting to the experience,
forming new concepts by making conclusions about the experience and

testing the conclusions or practising new behaviour.

Adults tend to improve their performance when they set goals that are

specific and difficult.

Adults who have learned to learn cite several important factors relevant to
learning including the instructors' attention and empathy in coaching,

practice, feedbez ( and assistance from peers.

The above principles indicate that adult learners want learning experiences
that are challenging and geared to their needs. SMGDS as providers of
INSET should make sure that such is the ~~se and facilitate the

experiences by providing support and encouragement.

To accomplish the objective of helping SSEs to improve their teaching skills,

SMGDS must ensure that the above operational principies are addressed.

2. 2 Assumptions underlying INSET

The basic assumptions that underlie the planning, implementation and

assessment standards of effective INSET programmes include the following
{adapted from Wood, Thompson & Russel, 1981):

All personnel at schools, to stay and effective, need in-service education

and should be involved in it throughout their careers.

—.gnificant ...\provement takes considerable time and is the result of

systematic, long-range INSET.
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SSEs must communicate their ideas and feelings accurately and clearly.
th twow scc . unication tt basis of all group functioning d

interaction among group members.

Participation and leadership must be distributed among members. As
leadership needs arise, members should all feel responsibility for meeting
them. The equalization of participation and leadership mak : certain that
all members will be involved in the groups’ work, committed to
implenr 1ting the groups’ decisiot  and satisfied with their membership. It
also assures that the resources of every educator will be fully utilized and

increase the cohesiveness of SSEs.

Power and influence r :d to be approximately equal throughout the
group. They should be based on expertise, abilty and access to
information, not on authority. Coalitions that help fulfil personal goals
should be formed a >ng members on the basis of mutual influence and

interdependence.

Appropriate decision-making procedures must be used flexibly if they are
to be matched with the needs of the siti :ion. There must be a balance
between availability of time and resources and the method of decision
making used. Anott  balance must be struck among the size and
seriousness of the decision, the commitment needed to put it into practice
and the method used to make the decision. The most effective way of

making a decision is usually by consensus.

SMGDS as providers of INSET should keep tt e operational principles in

mind as they provide INSL ¢ or perform tasks at their schools. When serving

as leaders SMGDS should structure the interactions ¢t ween members to

enhance the possibility of implementing these principles.

Defining and outlining the concept INSET indicates that the emphasis is on

the improvement of knowledge, competence and p. -.essional skills of S ..

However, there is also a need to look at the organizational framework of
INSET.
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2.6 ORGANIZATIONS AND TH™JRETICAL CONCEPTUAL
FF"VTNORK JFINE™T

e exact definition of theory or science is hard to find, there is sufficient
consensus that theory signifies a set of formal propositions that expiain how
something operates (Flinders & Mills, 1993:xii). There is also general
agreement that theory manifests itself in everyday life in the assumptions,

biases and stances that are part of people’s activities (Wolcott, 1992:7).

According to Mofokeng (2 )2:30), it is clear that the problem lies with the fact
that there are too many definitions of theory. For example, Snow (1972-°78)
notes that there are as many definitions as there are people concerned with
theory. A review of various literature sources reveals that definitions and
conceptualization of theory range from those that are simple to those that are
complex and from those that have a general meaning to those with a speciali
technical meaning, Reid (1965:18) conceptualizes theory in its widest and
most inclusive sense by stating that educational theory is a large bag

containing in-depth reflections and general polemics of education.

The purpose of all science is to understand the worid in which we live and
work. Scientists describe what they see, discover regularities and formulate
theories (Babbie, 1998:10). Organizationa! science or theory attempts to
describe and explain regularities in the behaviour of individuals and groups

within organizations.
Flinders and Mills (1993: xii) present the following definition of theory:

“...an analytical and interpretive framework that helps the
researcher to make sense of ‘what is going on’ in the social setting

studied”.

The above definition emphasizes that theory enables explanations,
predictions and well-guided action or practice. The Importance, primary
purpose and value of a theoretical and conceptual framework are
encapsulated by the fact that it helps to describe and explicate a phenomenon

(Moore & Kearsley, 396:211-212). They maintain that a theory is like a map.
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opinion, theories are not separate from what occurs at schools. They are
E-- don " matic observations of hurr 1t siour :schools. Tt or 3

attempt to bring order to chaos.

Research indicates that successful teaching depends on the development of
an adequate theoretical or scientific foundation. For example, Van Schalkwyk
(1993:278) refers to theory in general and points out that the significance and
value of theory are embedded in the fact that theory can let practice to

succeed or fail.

In his research, Mofokeng (2002:38) acknowledges that a brief overview of
theories that are relevant to the researcher's field of investigation is
necessary. According to Mofokeng, theories serve as an essential move
towards understanding the complexity of influences on the INSET of university
lecturers and the creation of a theoretical and conceptual fram sork within
which the influences can be ordered and related to one another. Mofokeng's
argument also seems to be true for the INSET for SSEsby SMGDS, as such a
framework cannot be attained by any one particular theory or model. He also
refers to Van Dalen (1973:26-30), as well as to Moore and Kearsley
(1996:21 -212), advocating that despite the existing disagreement among
philosophers and social scientists about definitions of theory, there appears to
be a broad agreement that theory is important in order to attain the objectives
of a scientific inquiry, to name, classify, describe and predict phenomena, to
make predictions on the basis of these generalizations and to demonstrate the

applicability of such knowledge to practice.

With the background exposition and expianation of the theoretical framework
and the objectives of INSTT, it is essential at this point to consider the existing

models and typologies of INSET.
2.7 MCOELS FOR THE IMPL™V._NT TION C. INSET

Several models and typologies of INSET exist. For this purpose the
researcher will examine a few of the better-known models in both developing
and developed countries. It must be remembered, however, that the

construction of models for INSET is made complex by the problems created
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¢ Selection of educators to attend courses dependent on availability
« Dissemination of course content depends on peer group acceptance
e Support for innovation from school management is unpredictable

Regardless of the criticisms of the Traditional INSET odel, the merits  the

model can be outlined as follows:

¢ Opportunities for educators from different backgrounds to meet
o Great awareness of problems that are general

s Contributes to assessment standards

2.7.2 The Growth Model

The growth model suggests that teaching is a complex and multifaceted
activity about which the is more to know than can t known by any one
person. It provides opportunities for greater fulfilment of the educator as a
practitioner at the chalk face. The primary focus of this model is to enable the
educator to become familiar with development, progressively more sensitive
to what is happening in the classroom and more positive towards problem

resolution (Bagwandeen & Louw, 1993: 71).
he mer*- of the Growth Model include the following:

e The growth model provides an environment in which the educator can
interact with development in his field and can explore these issues in a

way that leads him to a journey of seif discovery.

¢ The experience that they gain enables educators to ascribe meaning to

their practice as well as to conceptualize their perceptions.

¢ The growth model brings about a dramatic change in the way schools are
administered as educators learn to adopt a more positive attitude to the

problems they commonly encounter.
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2.7.3 The School Focused Model

In the appraisa!l of INSET, the role of the school is perhaps the most neglected
factor in the whole process {Watkins, 1973: 81). Joyce, ef al. (1983: 149)

states this view more forcefully (Bagwanc n & Louw, 1993:132):

“If the education professio is to flourish and if schools are to be a
vital force in society, it is necessary to rebuiid the school into a
lifelong |- rning laboratory not only for children but for educators

as well”.

Inter alia, the following are critical considerations for school-focused INSET
{Bagwandeen and Louw 1993:132):

» Co-operative planning at school level

¢ No school is an island and other schools should be consuited in planning
INSET

¢ Consultants should be used

o Continuous development of professional knowiedge, skills and

commitment of staff
s FEducators discuss collective INST™ needs

» Educators have ownership of INS™ ™ programmes which are job-related as

well as job embedded and on-going
¢ Assessment standards of INSET to be done by members of staff
» School-focused INSET must avoid excessive introversion

*» There must be a balant between school, group and individual needs in

the attainment of INSET goals
The merits of the School-focused model include the following:

¢ |ts acts as a powerful incentive for educators to participate.
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o Because of its relevance and professionalism, as weli as its promise of
iy in "’ ringing teh ¢ ‘hoo it njo ac ptability

among educators.
2.7.4 The Research-based IN§  Model

This model is related to instructional methodology that has been researched
and found to be effective (Bagwandeen & Louw, 1993: 77). Research into
classroom practice is either commissioned or superintendents of education
study relevant research findings for implementation in schools. The model is
designed to recognize educators’ needs and the expectations of

superintendents of education of INSET courses.

The value of this model rests in the fai  that (Bagwandeen & Louw 1893:77):
* projects are determined by educators for personal or school usefulness;
+ the INSET model is not purely an academic exercise;

* educators recognize the worth of researching their own problems;

e data and information on problems are generated;

e constraints to solution of problems are identified; and

¢ it engenders a spirit of professional co-operation.

2.7.5 Model of Professional Development

The constructivist theories of learning that have been researched so widely for
children also apply to adults. Indeed, the concept of the ‘learning
organization’ is based heavily on constructionist theories (Miles, 1998; Duit &
Treagust, 1998; Roth, 1998 as quoted by Bagwandeen & Louw, 1993:27).
According to the above authors, constructivist theories recommend

professional development that:
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o External inputs-from ‘experts’ (whether personally or in print, in content,

gt orproces nd cili tion).

o Use of projects that bring together theory, practice and reflection in the
school situation. nese projects can be initiated within the school as part

of experimentation and school development.

e Management and support systems, within the school and beyond it, that
maintain the momentum and support the implementation and

institutionalization of innovations.

¢ Whole-school involvement, rather than focusing only on isolated
individuals. [t should include school leaders as well as a large number of

the educators at the school.
Merits of this model include the following:

o With the professional development model, the educators’ professional
skills are expanded progressively, together with the emergence of a

knowledge foundation.

+ Professional development unfolds better in a situation where educators are

exposed to unfamiliar events, rather than to continue with routine acivities.

fn conclusion it can be stated that the purpose of using models is to assist the
providers of INS_T in understanding different levels of development of
educators when faced with different situations. These models can be used to
meet different challenges that educators face in the classroom. For example,
the growth model focuses on familiarizing the educator with the developments
in education. e school-focused model engages educators at school level to
identify their needs and enables them to address it by means of cooperation.
The research-based model is designed to recognize the educator's needs, as
well as the expectations of the relevant INS™ ™ superintendents. Lastly, the
professional development model takes the educators' experience as its
premise and acknowledges that, as an adult, the educator has the ability to

execute certain tasks and decisions in a professional way.
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B _. the abo _ dis_uss | ¢ archer is of tt opinion that tt
L = ip tt ory « ogdill, © 31:7) provic imn vy of I the important
issues that needs to be addressed in the provision of INS™T to educators.

This theory will now be presented.
2.8 THE LEADERSHIP THEORY

In his survey of leadership theory and research, Stogdill (1981:7) has
pointed out that there are almost as many different definitions of leadership as
there are persons who have attempted to define the concept. He further
defines leadership as the process of directing and influencing the task-related
activities of group members. The most resent research on Bush 2003
presented and classified theories on Educational leadership for over twenty
years. This work categories the main theories into six magger models, formal,
collegial, political, subjective, ambiguity and cultural. Most recently, he has
reviled concepts of educational leadership, notably in work undertaken for the
English National College for School Leadership, (Bush & Clover, 2002). The
literature on leadership has encoded a number of alternative and competing
models. However, the researcher will briefly discuss the power that influence
approach to make up a relevant point to this discussion Some writer has sort

to cluster this varies conceptions into a number of brought themes.

The power-influence approach assumes that leadership is given to those
who hold certain positions in organizations like secondary schools. Contrary to
popular belief, the influence of a leader does not automatically come with the
individual's official position, but must be granted by those being led, as
Barnard (1938:91) rightly pointed out. in addition, French and Raven

(1960:73) have identified the following sources of influence or power:

e [egitimate power is the power that is associated with the leader’s official
position in the school hierarchy. Legitimate power is based on a shared
understanding that the leader has the right to tell an employee or staff
member what to do. For example, SS._. in the . .ee State schools share
the perception that an SMGD has the right to expect SSEs to complete

assigned work at the school. Although legitimate power may be initially
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useful, SMGDS who use it to the exclusion of other types of influence are
consic' 'ed less effecth. and may ate educator dissatisfaction,

resistance, allienation and, as a result, obtain only minimal compliance.

e Reward power relates to the leader's use of rewards to accomplish his
goals for the organization. Examples of rewards include increased salary,
public praise, desired teaching assignments and promotions. The strength
of reward power may vary with the amount of rewards controlled by the
leader, the type of reward and the strength of the ¢.. ployee’s desire for the
reward. In order to use reward power effectively, SMGDS as providers of
INSET must learn from S&.s what they value and then use this as a basis

for reward.

o Expert power is grounded in the fact that the ability and knowledge of the
leader are needed by the group being led. The expert power of the SMGD
depends on qualifications, training and experience. Because expert power
is a very important source of influence, SMGDS as providers of INSET
must be technically skilled in areas such as management, supervision of
instruction, INSET, staff development, presentation of workshops,
professional development and curriculum. When an SMGD as a provider
of INSET uses expert power, it is more likely that he will also be able to
establish a climate of trust in the specific school. The SSEs will be more

self motivated and less supervision will be required from the SMGDs.

The SMGDS'’ success as providers of INSET depends on their ability to use
different sources of influence of power appropriately. Expert and reward
power are strongly related to employee satisfaction and job performance, as
pointed out by Bachman, Bowers and Marcus (1968:224-236). ' =gitimate
power is the least effective means of gaining employees acceptance of
change. These findings are similar to the results of Balderson’s (1975:3-4)
research undertaken in the United States and Canada. The research focused
on the relationship between the sources of SMGD’s power and the
satisfaction and performance of SSEs. Balderson found that SSEs reported
the greatest degree of satisfaction when SMGDS used expert power to

influence their behaviour and reported the greatest degree of dissatisfaction
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when an SMGD used coercive power. When SSEs had greater satisfaction,
tl b A4t Y mo! voin booair 1

more willing to experiment with new ideas and were more likely to suggest
ways to improve the school. In addition, this study reported that these same

relationships held true for learners.

Maccoby (1980:63) provides a contemporary theory of leadership behaviour
and suggests that elective SMGDS should exhibit the following traits:

= An orientation towards self-development and lifelong learning

e An orientation towards the development of others and a willingness to

support such development

s A willingness to be productively involved in organizations and to
demonstrate equity, a concern for human dignity and fostering

cooperation.

According to Maccoby (1980:63), in order to understand various aspects of
leadership behaviour, SMGDS should be aware of the many theories of
leadership that have developed over time. Maccoby indicates that these
historical perspectives can provide SMGDS with a wide range of theories and
behaviours to choose from as they attempt to develop their own leadership
behaviour profile. It is clear that due to the fact that supervision is always
faced and inundated with a wide range of responsibilities, existing leadership

theories can help SMGDS in their different behaviours and responsibilities.

Beach and Reinhartz (1989:53) refer to Andrew (1987) and Fielder (1974)
with respect to the notion that the impact of leadership, particularly that of a
Supervisor, determines the overall effectiveness of the school. They
emphasize that without leadership, organizations become lifeless, ineffective
and might degenerate into serious trouble. They further indicate that for
schoots, instructional leadership is essential for learner achievement and the
success of the total education programme. As the impact of leadership on
school effectiveness is the central focus of this study, cognizance is taken of

the powerful relationship between leadership of SMGDS and learner
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achievement. According to Andrew, SMGDS can pervasively impact on how
edu to ¢ v tF work wironn it d it can ultim:  y

measurable gain in learner achievement.

The above theory is relevant for the development of a theoretical and
conceptual frar vork of leadership by SMGDS for SSEsas SMGDS are

always faced and inundated with a wide range of responsibilities.
2.9 ROL™5 OF S...3DS

An SMGD is District Office based. The main duty of an SMGD as confirmed
at the Northern Province Dis :t conference (Mphahlele, 1999:13) is to:

“...support schools, assist with INSET for educators, be monitors
to school principals, facilitate workshops and be the conduct for

communication with schools”.

The role of the SMGD is, according to theory, to act as intermediary between
the schools and the rest of the education system. He /She therefore play a
pivotal role in policy and training that concerns the schoo! through their
offices. They should be able to co-ordinate all input into the schools in their
circuits, deliver certain types of tr: 1ing like instructional methods (INSET for
educators) and support the improvement of academic quality. However,
- gely limited by resource deficiencies, SMGDS tend to focus on schools
near the district offices (i.e. urban schools) and those with phones and faxes
(CEPD, 1999).

Many of the SMGDS are former school inspectors (the inspectors were
transformed into SM_JS after 1994) and have had to take a new approach
‘towards greater democracy, more participation, and less control’ (CEPD
1999). There have been many training programmes to equip SMGDS for their
changed roles focused on instructional leadership skills, induction of
principals, multigrade teaching, change management, appraisal, whole School
Development Assessment standards, support skills and dispute resolution

skills. These roles are now discus d.
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The roles of SMGDS were highlighted at a series of provincial district
roo n” ChAff @ CTTAUTE rol  inciud

¢ Monitoring, exercising control and facilitating provision of education at

schools
e Support and servicing schools in terms of INSET
* Serving as a link between provincial head office and schools

o Coordinating circuit ‘offices’ (these are often virtual offices) and ensuring

uniformity in the district
o Provisioning of INSET programmes
» Budgeting for INSET programmes, materials, supplies and equipment.
¢ Dissemination of information to schools
* Administration
+ Gathering data from schools
¢ Intervening in disputes and crisis management
e Decentralization of services for schools
s Subject advisory, auxiliary services and sport and recreation
* En--uraging continuous curriculum planning and development
¢ Dealing with labour issues at school level
(Mphahlele, 1999:13).

However, most SMGDS see the point ¢« contact with and service delivery to
schoois as the only SMT and the principal, ratt - than the educators too. [n
the Northern Cape region of Upington tt  SMGDS indicated that they spent

60% of their time on delivering circulars to schools:
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“..we are well paid post-boys sometimes.... 20% on
administrative work and 5% on giving pro ol ipport. Th
supported by research that the LCD has undertaken in Northern
Province and Eastern Cape {National Department CEPD 1999).”

From a review of the duty sheets and job descriptions of SMCGLS3, the
researcher is of the opinion that there is more work than they can possibly
undertake as individuals. This is to some extent due to the size of the circuit
and the number of schools in the circuit. Most provinces have betwe 1 30
and 50 schools in a circuit. With no circuit level suppc | it is impossible to
support all schools, particularly as the breadth of the inputs expected are so

extensive. As Abell confirmed at the Northern Cape District Conference:

“The documentation indicates that SMGDS must support schools, assist with
training, be mentors to school principals, facilitate workshops and be the
channel for communication with schools. Anyone who can do all these things

properly would have to be a magician” (Mphahlele, 1999:10).

SMGDS meet a need in our educational structure and will undoubtediy
continue to do so for a long time to come. Theoretically, however, we could
dispense with the services of SMGDS if all SSEswere dynamic,
knowledgeable and skillful. In one sense SMGDS are like the preachers who
strive to make parishioners into sinless beings. When all churchgoers have
reached that happy, utopian state, the need for the minister will have been
obviated. Since it is not likely that all humans will achieve this state of
sinlessness, the task of the preacher will not be relegated to obsolescence.
Since not all, perhaps few SSEshave reached a state of perfection, the need
for SMGDS to provide INSET remains _Iphahlele, 1999:10).

Pre-service programmes for educators do not turn them out as finished
products. The typical training programme consists of general education,
concentration in a field of teaching and professional education. In a time of
rapid development in all fields of knowledge, prospective SSEscannot learn in
their initial training all that they will need to know when they teach. Nor can

they gain a full mastery of techniques of instruction. Study of the curriculum
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and teaching constitutes only a beginning point. In many educator training
nn tt work in curriculum and ir ruction in  hypott ¢
context which educators may ftranslate into practice only in limited
participation programmes and in learner teaching. Pre-service training gives
SSEsmerely a taste of teaching for a period of ten to twelve weeks in a schooi
under the direction of a supervisor. It is literally impossible for the secondary
school educator training institution to assure perfection in their products.
Because of the above shortcoming, SMGDS are needed to provide INSET to

close the gap.

The researcher believes that beginner SSEsdevelop their capacities in
different timeframes. Some are ready to move into the classroom with a sense
of confidence and demonstrable ability of or sometimes even before the
learners' training ends. Others will take a few years to develop their potential
and some will unfortunately never realize their full potential. The assumption
can thus be made that SSEsneed the help of SMGDS because they have not

been fully prepared during their formal training period.

Having observed many SSE, the researcher is convinced that without
assistance some of them will not succeed as educators. SMGDS are able to
help beginner SSEsto be effective educators. Whether this assumption is
translated into fact, depends on the SMGDS, SSEsand the interaction
between the two.

The term supervisor refers to the District official whose responsibility it is to
supervise the entire instructional and curricular programme of the public
schools in the Province. In countries like the USA supervisors are selected for
their positions because they a excellent educators (Wiles & Bondi, 1984:90)
Furthermore, supervisors like SMGDS are helping classroom SSEs by being
knowledgeable, by sharing new ideas with SSEsand by demonstrating new

fearning methods.
210 CONCLUSION

The chapter focused on the knowledge about theory helped the researcher to

be focused on identifying relevant concepts to the provision of INSET. Further
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key terms related to the study were defined and explained with the aim to
provic guitc w to h tt ob :ti of tr ch. Tt ct

outlined models related to INSET as a basis on which new and relevant
models can be developed. Each of the INSET models discussed in this
chapter is partial. They provide distinctive but unidimensional perpective on

leadership and supervision on INSET. Sergiovanni (2001:6) adds that much

“Leadership theory and practice provides a limited view, dwelling
excessively on some aspects of leadership to the virtual axclusion

of others “

The UK and SA models collectively suggest the concepts of District leadership
and [NSET provision as complex and divers. They provide clear normative
frameworks by which leadership and INS [ can be understood but relatively
weak empirical support for this contracts they are also artificial distinctions, or
ideals types of leaders are likely to embody most or all of this models in the
provision of INSET to SSEs (Bush 2003). Lastly, the effective developmental
strategies with an objective to allow the research to increase knowledge and
skills on teaching. The following chapter will present and discuss the provision
of INSET in the United Kingdom (UK).



CHAPTER THREE

PROVISION OF INSET PROGRAMMES BY LOCAL
“DUCATION AUTHOR..._5 (LEAS)
IN TF_ UNITED KINGDOM (UK)

3.1 INTRODUCTION

This Chapter focuses on LEAs as providers of INSET to SSEs in the United
Kingdom (UK). The background to how local education authorities (LEAs),
which is a term used for SMGDS in the UK, emerged as a centrai vehicle to
provide INSET is discussed. Further, the management principles regarding
effective INSET provision is highlighted. The Chapter will also outline how
INSET activities are planned and designed by LEAs.The objective of
comparative educational reseach is to improve the own education system
Steyn (2002:47) by learning from a developed country with similar educational
situation and problems. The choice of the United Kingdom (UK) is relevant
because it is one of the most developed countries in the world. Furthermore, it
is because of its close relationship with South Africa in terms of education
sytem in the past. The reseach also felt that it would be appropriate SMGDs in

SA to learn from the UK experiences.
3.2 LEAs AS PROVIDERS OF INSET IN TE™ UK

INSET provision in the UK has come a long way since the days before 1970s,
when, for most SSE, it probably meant keeping up-to-date with their subjects,
reading educational supplements and the occasional book about teaching. In
1972 the James Report (DES,1972: 87) made official the INSET needs of the
profession, even going so far as to advocate one term’s study leave for all
SSEs every seven years. Since then the INSET provision for SSEs has
gradually become a priority within the UK education system. The James
Report was followed by a series of discussions and policy documents from
advisory committees, which culminated in what has been dubbed the INSET

Revolution. LEAs had a central task in secondary schools and LEAs faced a
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radical and full agenda for change resulting from an unprecedented level of
central ¢ /ernment * jislation in the 1980s. Oldroyd and  1{1991:1) outlir

the key roles of LEAs as follows:

s To describe an INSET management cycle as a basis for understanding the

roles of providing INSET more effectively.

» To provide examples of effective practice upon which SSEs can draw out

their own responsibility for managing INSET.

e To introduce conclusions about effective INSET from assessment

standards reports and research studies.

Having outlined the roles played by LEAs as the providers of INSET in the UK,
the effective practice of INSET provision and its management will now be

discussed.

3.3 PRINCIPLES OF ‘FECTNI\ RACTICE OF INS T PROVISION AND
S MANAGC AENTINTH™ L |

The INSET policy in the UK has led to an increase in the amount of
assessment standards undertaken, particularly of centrally funded
programmes relating to SSE’ needs. LEAs are often provided with criteria
which suggest that INSET should:

have clear objectives;

» be based on careful identification of secondary school educator needs and

institutional needs;
e improve SSE' level of knowledge and skills;
¢ offer high quality training focused on practice;
e be carefuily monitored and evaluated,;
* be clearly formulated and ensure vaiue for money;

« have support of the LEAs to follow up in practice after training; and
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» be part of a continuing professional development.

Oldroyd and Hall (1991:10), however, point out difficulties in arriving at a
general definition of good INSET practice due to the fact that what might seem
good practice for some situations and practitioners may be inappropriate for
others. Reaching agreement about INSET results is probiematic due to the

following:
» Different views about what constitutes improved teaching

s e many variables in addition to INSET that influence the performance of
LEAs, SSEs and learners

« The difficulty of establishing a connection between how learners learn in

classrooms and what their SSEs have experienced in INSET

Moreover, the variables that would need to be studied in determining good

INSET practice are summarized as:
¢ The situation within the school
¢+ The situation within the LEAs

e The practitioners as the LEAs and providers of INSET, within and outside

the institution.
» The process of management or of provision.

e The results as to the improvements in management, improvements in

teaching and improvements in Learner learning.

While attempts to assess the effectiveness of INSET are limited to its effects
on SSEs in this regard, Medley (1982:29) makes the following distinctions

pertaining to what sort of effects or resuits LEAs should search for:
» Educator competence

. tucator performance
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¢ Educator effectiveness

In the UK, traditional districts or Local Education Authorities (LEAs) were
initially central to educational management and provision. Since the reforms of
1988, their roles have changed and some of their responsibilities moved to
‘Local Management Schools’ or in other words ‘self-managing’ schools, some
to central office and some to Independent Offices of Standards in Education
(OFST ).

e transfer of financic management, property management and design of
learning programmes to schools was accompanied by central development of
frameworks for curriculum and management and related accountability. The
Department of Education and ~ nployment report ‘Excellence in Schools.’
(DfEE, 1999), outlines the structural arrangements and the reasons for them
and emphasizes that all tt - svidence indicates that the standard ric fastest
where schools themselves take responsibility for their own improvement. But
schools need the right balance of pressure and support from central and local

goy nment.

Further, Medley (1982:31) indicates that schools have the information they
need on learner performance to develop pla for raising standards, but they
will need their partners in government through LEAs to support them and

maintain pressure to improve.

The LEAs set the policy frameworks, including frameworks for resources,
curricul. ., assessment, accountability and management or administration.
Schools produce annual plans for improvement within each of the policy
frameworks. They set performance targets for their learners, (based on
benchmark information from similar schools, recent inspections and guidance
on the rate of progress needed to achieve national targets). Performance data
on schools obtain:  from inspection and from learner achievements on state

tests, are published through schools, the media and government reports.

According to Medley { 382:35), LEAs help schoois set and meet their targets.

Schools and LEAs agree on the targets for the district as well as for the
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schools themselves. |LEAs intervene in school management when there are

prob 1 d po o for:

Challenging schools to raise their standard
» Acting as a voice for parents and the community

¢ Providing clear performance data of learners that can be readily used by

schools
e Giving focused support to schools that are not performing
e Helping the district focus on national priorities
o (Offering educational services to schools that choose to use them

L As produce their own Education L relopment Plans, outlining how they wilt
promote school improvement. Their plans, as for schools, centre on learners’

achievement.

Despite the successes of LEAs in providing INSET for SSE, there are also

some areas of concern which will be discussed in the following section.
3.4 THE CONCERNS OF LEAs IN PROVIDING INSET FOR SSE

The following presents the results of a survey regarding the concerns of
school-based staff development coordinators responsible for over thirty LEAs
in the UK (Oldroyd & Hall, 1988:91):

e Clarifying the ro ;3 of LEAs and school-based staff development

coordinators.
o Creating status and credibility for LEAs
+ Gaining LEA support for INSET programmes
* |dentifying needs and raising awareness of INSET opportunities

¢ Balancing SSEs, schools, LEAs and national INSET needs and priorities.
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the SSEs were identified positively concerning the following characteristics

associa” 1 with three leadership dir  1sions:

¢ |deas: Take the lead in establishing aims for the school and encourage

participation in setting and decision-making.

e People: Be readily available, especially for discussion and interested in

individual educators' development.

» Tasks: Set a high professional standard of performance and encourage

high levels of SSEs involvement at school.

These types of behaviour would also meet with approval if exhibited by
SMGDS at secondary schools in South Africa and would certainly contribute
towards a positive climate within the organizational underworld. Nias
(1988:88), Oldroyd and Hall (1991:26) argue that INS™T is a major vehicle for
the delivery of educational reform. It is the means by which LEAs provide
guidance for SSEs on implementing changes. Some of these changes follow
from new legislation and national priorities. Others are ba--d on locally
identified needs arising from school self-assessment standards. Whenever

SSEs are asked to behave in a different way, they must change:

what they know;

what they believe;

what they can do; and

what they actually do.

INSET can be seen as a type of professional ritual acted out between the
LEAs and SSEs. SSEs need INSET for knowledge, skills and performance.
LEAs are responsible for developing appropriate institutional climate,
structures, roles and processes for INSET. On the other hand, INSET is a
responsibility shared among all SSEs.
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In SA the formidabie range of qualities, responsibilities and tasks required of
the SMGDS at schools suggest that they themselves have a significant need
for support and training. SMGDs encourage secondary schools to create a
variety of INSET committees that act as channel for consultation, advice and
support for INSET management, assist with key steps in the INSET cycle,
particularly with needs identification and review of programmes and policy.

It is clear that managing and coordinating staff development has emerged as
a key leadership role for SMGDs. In common with other management roles it
requires the ability to balance achievement of goals with creation and
maintenance of productive personal relations. The SMGD needs a reperoire

of leadership styles to apply as the situation demands.

There is little doubt that the process and the rules of staff development occupy
a central place in school management. LEAs are providing leadership in the
dimensions of ideas, people and tasks in order to nurture every school's most

expensive resource.

Concentration on the needs of the school as a whole does not mean losing
sight of the importance of recognizing SSEs career and life style experiences.
As Fullan (1990a:21) points out, an INSET provider must view holistically the
personal and professional lives of SSEs as individuals. Another principle is the
needs for S ; to be fully involved in the process of the identification of their
needs. The INSET programmes can play a key role in an overall strategy for

professional and institution reform.
3.5.1 Analysing needs and establishing priorities

Medley (1982:37), indicates that once needs have been identified, the
information collected has to be analyzed so that INSET priorities can be
established. The criteria for analyzing and establishing priorities has to be
agreed upon and made public so that SSEs feel that the resulting INSET
programme is a fair reflection of their expressed needs. At this stage, the main
challenge for L \s lies in achieving a balance between S&.s and institutions
priorities. The |LEAs’ decision wili depend on the outcomes of consultation by

SSEs, financial constraints and any requirement on how the money should be
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spet... Whatever pricrities are finally agreed upon, they provide the basis for

s¢ d ~cision-makir " Hul e following:

¢ What INSET activities to retain and in what form

e« What gaps need to be filled and how

e Howtl programmes can reflect school policies as well as S£€ ; needs

e What resources, including supply S& i, are required and available to

supplement the programmes
* Whether existing talent among S& ; can be used to meet ce in needs.
s The time required for negotiations with LEAs and SSEs on INSET
¢ The impact on learners of the absence of their SSEs on INSET activities

LEAs communicate the results of the needs analysis to all SSEs so that
negotiations of appropriate training and development activities can take place.
In addition, decisions can be taken about how identified needs are dealt with
and by whom, costs and timetable. Whatever priorities are finally agreed on
by LEAs will provide the basis around the decision-making process. The final
step for the LEA or INSET coordinator is to communicate the results of the
analysis to all relevant individuals. Decisions can then be taken about how
identified needs are going to be addressed, by whom, as well as a constant

timetable.
3.6 PLANNING F..DGRAM ES NDEL SIGNING ACTIVITIES

LEAs vary in the de; 2e to which they delegate INSET to SSEs. 1ere are

forms and levels of consultation about programmes and financing INSET.

During the planning process, in whateve way the balance of decision-making

is distributed, the planning steps involved are as follows (Oldroyd & Hall,
391: 33).

¢ Priorities established
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e Proposal drafted
¢ Programme planned
e Activities negotiated or designed

The planning process is in essence about who needs what, when, where, how
and from whom. Further the planning process can be shared among LEAs
and SSEs. LEAs also vary in the degree of systematic support, they give to
SSEs. A central planning task is to establish a reasonable balance between
various forms of provision. Investment is made by LEAs identifying needs,
clarification programme objectives, selecting and preparing SSEs for INSET
activities and making sure that coaching or other forms of follow up are

provided along with some assessment standards (Fullan, 1990a:22).

Lastly, the planning and the design of INSET present many possibilities and a
large number of decisions which have to be taken within school and at LEAS’
level. it is important to build monitoring and assessment standards into

planning from the outs

Until recently, the Type A or ‘training approach’ has dominated INSET in the
UK, inspite of a strong tradition of school-based INSET. The type A approach
has usually been in the form of seminars, lectures with a heavy emphasis on
passing knowledge for understanding or workshops involving experiential
hands on activities. As the radical change in the traditional providers has
already been commented on, Baker (1990:60) notes that many LEAs consider
their relationships with higher education to have become more purposeful,
with more negotiations and consultation about the structure and content of

ISET and better targeting.

The partnership between 1L As and higher education has resulted in the
selection of specific examples of INS™T activities provided by LEAs. These
activities have been selected on the basis of their relevance and importance

as illustrated below.
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high on the agenda. However, according to (DES 1989:17) the following are

1 : froml ol ply to tt tL donin Touth T

e All schools are facing serious problems as a result of demand for S&7 3
release made upon them. The demands, each of which is reasonable in

itself, are becoming unacceptable in total.

» Shortage of SSEs is generally becoming an increasingly insurmountable

problem.

e [t is increasingly out of the question to release SSEs for INSET activities

through the provision of a casual supply of SSEs.

Throughout the complex range of activities that contribute to INSET provision,
having different outcomes, involving different kinds of support and different
methods, it is the responsibility of ' As’ to match as closely as possible SLL3
and secondary school needs to the INSET activities making up the

programime.

it is the responsibility of the LEAs to maintain momentum and sustain
commitment during and after the INSET programme. The LEAs interpersonal
skills in handling conftict, motivating those under pressure, maintaining links,
providing feedback and monitoring what is happening should be highly
displayed. It is important that the LEAs should do the following:

* Provide reassurance if S&  are feeling anxious about INSET activities,
particularly where it involves trying out new ways of working or being

observed in ciass.

e Give positive feedback as SSEs develop their knowledge, skills and

performance.

e Continue to communicate so that any programme deficiencies are
identified early on and the aj} r riate steps tal 1 to remedy ft

problems.
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e The time available
s Any deadline for reporting

INSET assessment standards is made easier when LEAs' brief is clear and
also when the aims of the INSET are clearly stated. Eraut et al (1988:41)
observe that many problems encountered by '™ As stemmed from the
difficulty of the questions they were seeking to answer. Direct observation of
INSET activities is often too time-consuming, unless done by sampling, but
monitoring and formative assessment standards are relatively easily carried
out by monitored participants who provide feedback to the LEAs for their
observations at various points during an INSET programme. Accountability of
SSEs for using what they have learned is not, in the UK, an established
practice once a educator is qualified. This problem explains the much more
widespread use of self testimony as a source of assessment standards in the

form of questionnaires and interviews.

¢ Oldroyd and Hall (1991:178-179) outline ways of sharing the steps of

interpreting assessment standards data as follows:

¢ Delegation of monitoring tasks to two or three LEAs who form a monitoring

and formative assessment standards team

¢ Building opportunities into INSET activities for the SSEs to consider their

own reactions and feed conclusions back to the ' ©As

o Establishing a course assessment standards committee who will be

responsible for compiling a summative assessment standards report
¢ Including a summative exercise as part of the foliow -up on an activity

Three types of INSET written assessment standards reports can be identified

as follows:
e Those required by instructions from SSEs returning from external INS

¢ Summative assessment standards of specific in-house INSET activities
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¢ Reports of ai ual reviews of the entire INSET programme
3.7 SIMILARITIES BE1 /EEN PROVISION OF IN¢ :TINSAANDIN K

Literative indicates that the existence of a culture in which educators are able
and motivated to collaborate is emerging as a key pre-condition distinguishing
school's and LEAs that have successful INSET programme. The above
finding is also observed in the South Afrivan situation where SMGDs provide

ISET to SSE’s. Similar also are the characteristics associated with three

leadersip dimensions both in SA and in JK;

3.8 DIFFE =NCES "ETW NINSE | SA ANDIN UK

tn contrast to the situation in the UK in South Africa, the situation has not yet
changed. SMGDs (73D information) still have to perform the following

functions:
Planning
o for all his/her own responsibilities; and

¢ advise and give guidance to school mana¢ nent teams and educators in

the planning of their year programm ;.
St: fdevelopment

address staff meetings on invitation and during school visits;

arrange and conduct principal's meetings;

organize INS™ T and workshops for principals; and

promote continuous communication with principals and staff
Educational leadership

o identify the needs for INS [ - principa , staff and governing bodies;
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e help with the presentation « courses for educational leadership;
¢ help with courses for newly appoin 1 principals;
e give general advice and hints to principals and governing bodies; and

* coach individual principals as needed
3.9 ( )NCL S3ION

This chapter outlined the background of LEAs as providers of INSET for SSEs
in the UK. The principles of effective practice in INSET provision were also
provided. The management process and roles of L™ As in the UK were
highlighted. he literature reviewed in the chapter on provision of INSET in the
UK is very important to S because there is a clear policy in existence of
INSET provision. Secondly the Central Government i UK ensures funding for
INSET provision which mal ; it easier for District to implement and satisfy the

needs of educators.

The formidable range of qualities, responsibilites and tasks required of
SMGDs at secondary schools in South Africa uggests that tt  + them :lves
have a significant need for support and aining. it is evident that INSET
programmes as provided by SMGDS can play a key role in an overall stage
for professional and secondary schools reform. he importance of analysing
the SSEs needs and establishing priorities of SSEs are critical before LEAs as
providers of I 3ET can plan INSET programmes to be provided for SSEs. In
addition, decisions could then be tal 1 about how identified needs are deait
with by LEAs. In the next chapter, focus will be on SMGDS as providers of
INSET in South Africa.
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* Arranging finances to provide for the expenses of SSEs participating in

i prog r
e Arranging the inclusion of inset days in the school calendar.
e Improving teaching and learning. (Mphahlele, 1999a: 17)
These roles are now discussed:
4.2.1 Regular training of educators regarding new teaching strategies

Any new strategy in teaching remains a well researched theory until it is
tested in terms of practical implementation in the classroom. Although one can
never be absolutely sure that a given procedure will work until it is tested in
the classroom, chances of succ 3s will be greatly ent ~~ced if the SMGD will
help SSEs to develop some simple guidelines as outlined by Oliva (1993:135-
136):

The strategy must be right fc  the learners

The strategy must be right for SSEs

The strategy must be right for the subject matter

The strategy must be right for tin  available

Therefore, SMGDS must monitor the effectiveness 1d the success of the
new stra Jy, as well as provide S&7 ; with constant support and guidelines
as they learn to master new challenges. Research indicates that St 5DS are
speaking management language and are on the administrative team in most
education districts. hey spend more of their time helping educators to
develop as instructors than judging their performance.

They find themselves entering into training and retraining of
classroom  iucators by organizing subject-oriented INSET programmes
(Wi" . & Bondi, 1960: 6-7). >wever, Hartshorne (1992:258) postulates that:

“INSET cannot be considered in isolation from other aspects of

Educator education, it should be seen as part of a continuum
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established that INSET has always been something that was done to
U c not with u o orby Iluw o to u o (F I &
Anderson, 1995:140).

4.2.3 Stimulate SSEs to find out more about their teaching obligations

In establishing whether educators get stimuiated in finding out more about
their teaching obligation through INSET programmes, Ashley and Mehl
(1987:27) contend that INSET programmes are often launched without
reflection upon how its value is likely to be perceived and what its impact is
likely to be within the greater ecology experienced by its recipients. Ashley
and Mehl (1987:27) further clarify:

“ INSET providers are quick to assume that what they intend to
offer must be good for educators...they seldom consider it

necessary to do any market research about their product”.

Based on the above statement, it is not surprising that some educators have
openly expressed their resentment for INSET programmes and that countless
other educators have passively resisted the efforts directed to them of being
provided INSET programmes. For example, the most common approach to
delivering INSET programmes, a so-called ‘one-shot’ workshop, would be
conducted for educators as if all the complexities of education or teaching
could be understood and mastered at a single sitting (Pellicer & Anderson,
1995:140-141).

In addition, Mphahlele {(1999:16) explains how the institutionalization of the
reform of INSET programmes could be sustained if educators were involved in
the planning and experimental stages of the programmes. It is emphasized
that an 'active’ learning process would stimulate and motivate educators to

use the acquired technigues in a sustained way thereafter.
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4.2.4 Provide SSEs with opportunities to interact with other educators

zhing t¢ nme b :t

The idea of educators being allowed to interact with other educators teaching
the same subjects at other schools has been devalued due to marginal
financial commitment to promoting substantial INSET programmes for
educators. This has led to the common approach of not providing INSET
programmes which allow opportunities for educators to interact with those
teaching the same subject at other schools and thus depriving them of the
opportunity to meet one another and share all the complexities of their
teaching. In this manner, authorities have devalued teaching and have turned
off millions of educators to the potentiai opportunities that exist for personal
and professional growth through INSET programmes {Pellicer &d Anderson,
1985:141).

SSEs working together in a collegial relationship to help one another to
improve teaching effectiveness, need to be promoted during INSET. In his
support for this statement, Glatton (1984:394) indicates that INSET
programmes designed to improve coliegial relationships among SSEs have
been in existence for more than thirty-five years. Collaborative working
relationships among SSEs for the purpose of improving teaching effectiveness
are increasingly being used by SMGDS to replace the one-shot-workshops
that have proven so ineffective in promoting INSET activities in the past
(Ackland, 1991:22-27).

In its principles, Outcome-Based Education also recommends that educators
hold meetings with other educators teaching the same learning area. An
example is given in one of Manganyi's (1997:13-14) booklets on how to
implement Outcome-Based Education, by three educators who are working
together with the aim of providing the learners with opportunities to achieve
the desired learning outcomes. The educators plan togett and allow their
learners to start in th same way on a task in which learners are given three
different eye-witness accounts of an historical event. Learners are then
divided into groups to work out what they think  1lly happened by using their
knowledge of that period which they get from reading. They have to justify the
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position that they adopt by giving a clear argument supported by evidence
(N wi's, © 77 14),

SMGDS have chosen to use various terms to describe a variety of
collaborative working arrangements among SSEs. However, the term peer
coaching has been broadly used by SMGDS to describe the process whereby
teams of SSEs regularly observe one ancther teaching and provide support
and feedback to promote mutual growth. It is therefore evident that continuous
INSET provision for SSEs by SMGDS may prove effective. Based on the
powers SMGDS hold over schools, they should encourage different

departments to share good practice.

Insofar as South Africa’s educational history is concerned, the concept of
‘INSE. is by no means a new idea as it is stated in the records of the Milner-
period, 1903-1910. Regular vacation courses and winter schools were held for
Black educators at dif ent training institutions in this country. This is
particularly true as observations still prove that educators are usually or often
workshopped on issues regarding teaching and learning. However, the time
allocated for these workshops is not long enough for educators to come to
grips with their personal, academic and professional needs (Hartshorne,
1992:259).

4.2.5 Train SSEs regarding the use of resources to achi re tt r

objectives in class

SMGDS must assist SSEs in locating, obtaining and creating instructional
aids. An SMGD can speed up the initial orientation process by providing, in
written form, lists of available resources, their location and the means of

obtaining them in a workshop proc  ;s.

Hartshorne (1992:258) relates how INS_. is indeed a critical factor in
achieving fundamentai change in the quality of education in class, as well as
at the school as a whole. For example, for educators to reach their objectives
in class, it must b influenced heavily by their involvement in INSET
programmes during which they are given training as to how to maximize the

use of existing resources at their schools.
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4.2.10 Improve teaching and learning

4.2.10.1 Evaluate the effectiveness of educators in improving teaching

and learning

SMGDS as providers of INS have to grasp the notion that learner
achievement is in direct relationship to the effectiveness of educators as
instructors and that judgement should be made of the educators’
effectiveness. Regardless of what type of assessment standards system
SMGDS uitimately decide to use, to be effective it must revolve around
looking and talking about teaching. Among other mayor duties performed by
SMGDS are school visitations to evaluate educator effectiveness. SMGDS
use structured assessment tools to get relevant information on educator
effectiveness. For example, MacGreal (1983:70-95) concurs that SMGDS
have to adopt some type of narrowed focus on teaching. In other words, some
particular perspective on teaching, complete with a set of definitions and
language, is presented in a training format to all SS_s at the same time and in

the same manner.

Atkinson et al. (1993:45-46) maintains further that in many respects, the
introduction of a narrowed focus on teaching and INSET is the single most
important aspect of building a successful assessment standards. The
presence of this commonality has been the key element in developing
awareness that is necessary for getting SSEs involved in INS™ T programmes.
Meanwhile, SMGDS have chosen to include reviews and outlines of teaching
research as appendix to the regular packet of their assessment standards
procedures and instruments. The syntheses of the teaching focus with
assessment standards materials are directed at improving practical classroom
instructional skills. It also serves to provide and reaffirm to SSEs the intent of
SMGDS to provide an assessment standards system designed to improve the

quality of INSET programmes through cooperative and professional methods.

The assessment standards of instruction require a compiex set of skills on the
part of the S& . It is an essential phase of the instructional process by

SMGDS. The next discussion examines some fundamental concepts of
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assessment standards and suggests assessment standards techniques that

the SM' ) 1ould courag
4.2.10.2 Engaging learners in pre-assessing activities

The SMGDS should encourage SSEs to conduct a pre-assessment at the
beginning of the lesson. Pre-assessments can be conducted through use of
assessment standards techniques such as educator-made-tests, standardized
tests, learner essays or oral questioning. Oliva (1993:168) states that pre-
assessment takes place before the introduction of a lesson and it purposely
provides S¢ i with information with regard to whether iearners had relevant
skills and knowledge prior to the planned presentation. In addition, SSEs
should assess whether learners possess the requisite skills and knowledge to
begin studying the material. Oliva(1993:169) further points out that a favorable
and commendable technique of SSEs who conduct pre-assessment is the
pre-test which learners take at the beginning of the lesson and the post-test

which learners take at the end of the lesson.

During the post-assessment stage, SSEs compare the resuits to see how
much gain learners have made during the lesson. The SMGDS as providers
of INSET to SSEs recommend that SSEs incorporate into the plan a
statement of the entry skills necessary to begin studying the lesson, as this
will enable SSEs to identify those skills and knowledge that learners must

have in order that SSEs are successful in their teaching.
4.2.10.3 Embedding ideas from INSET into classroom activities

A growing number of specialists in leadership believe that school leaders
should concentrate their energies on working with individual educators in their
classrooms, while SMGDS as INSET facilitators for SSEs may follow
Goldhammer’s clinical supervision model (Oliva, 1993:477). In their analysis
of this model, Goldhammer, Anderson and Krajewski (1967:27) took the
position that, in order to be helpful, a suf visor must have a deeper

understanding of teaching than the persons who seek help.
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The above statement indicates the fact that educators’ effectiveness could be
n | in of I ng good b Iding ic from INSET into
classroom activities. The use of formative and summative assessment
standards in each activity included in INSET programmes is critical to improve
educators’ effectiveness in the classroom. However, it may not be reasonable
to expect significant changes in educators’ attitude and practices at the end of
any INSET programmes provided, no matter how intense, due to the fact that
significant change requires time and practice. It is further assumed that
several years of practice and feedback may be required before educators
achieve the objectives of INSET. It is also assumed that the most important
consideration may be to structure the assessment standards prior to providing
INSET programmes so that results can be keyed to notice improvement
(Pellicer & Anderson, 1995:166).

4.2.10.4 Motivate the sharing of good practice hetween school
departments

SMGDS as providers of INSET normally spend much of their time onmeeting
different groups of SSEs in different departments. It is after analysing values
and problems that are identified in meetings that the SMGDS may feel that
one group’s effort could be more effective if groups share their successes.
According to Letsie and Mofokeng (Unpublished, 2003:16) peer review is
regarded as extremely useful as it generally helps SSEs to improve their
performance if they interact with equally knowledgeable persons operating
from slightly different points of view. However, for this sharing of practice to be
successful, it must be conducted within an atmosphere of trust. According to
Letsie and Mofokeng (Unpublished: 2003:61) peer review is regarded as

extremely useful.

They further emphasize that when practice is shared between departments,
much depends upon the experience of SSEs. This includes, among other
things, the degree of openness at a school. At schools where privacy is
valued, there is less sharing of information and techniques among SSEs. In
schools where there is sharing of improvement strategies among SSEs,

departments become more open and share activities. This encourages
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continuous improvement in learner achievement (Letsie & Mofokeng,
Unput - 1: 40).

4.2.10.5 Assist in the application of guidelines for a sound marking and

reporting system

During INSET activities, SMGD should encourage SSEs to follow Oliva’,s
(1993:20) guidelines of marking:

Marks should reflect as nearly as possible mastery of content.
o Muitiple sources of evidence should be used to determine a mark.

e The meaning of each symbol should be defined in behavioural terms and

those meanings communicated to learners and parents.

« Symbols for marking and reporting conduct, attitude, personal habits and
other affective outcomes should be different from the symbols for reporting

achievement in the cognitive and psychomotor domains
o SSEs should reduce the threatening nature of marks whenever possible.

Atkinson el al. (1993:35-36) postulate that effective educators monitor their
lessons to determine if learners are achieving the objectives. SSEs might
check learners’ understanding through written performance assessment
standards, and assign them grades or marks. Assigning learners’ grades or
marks can have significant implications for them as it provides them, as well
as their parents with information regarding the educators’ assessment. Marks
are used for promotion, for awarding membership to a certain organization or
group and for reporting to employers and universities. Educators must be
skilled in providing feedback to learners as it serves to reinforce correct or
appropriate responses and also to correct incorrect or inappropriate learner
responses. Feedback may be positive, negative or neutral. Marking practices
can serve the purposes for which they were intended if a careful set of
guit ines is developed and put into practice. Improper marking practices can
serve as a continuing source of conflict between learners and SSc.s. SMulo

need to train SSEs in developing sound marking procedures.
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4.2.10.6 Assist SSEs with lesson introduction and stating of objectives

While there is no single best method of introducing a lesson, SMGDS must
encourage SSEs to recognize the need for orientating learners to what they
are working towards, motivating learners to put forth the effort needed to
learn. SSEs should help learners to form associations between what they
have already learned and what they are expected to learn. Meanwhile, Hunter
(1976:74-75) maintains that there are three steps SSEs should follow when
presenting lessons. Firstly SSEs should introduce the lesson to the learners,
secondly SSEs should also explain the lesson and thirdly, SSEs should

summarize the lesson.

What the researchers assume in the above paragraph could, in a way, be
familiarized with one of the key principles of Outcome-Based Education which
stipulates that educators have to plan carefully how they aim to achieve
lesson objectives. It is suggested in OBE that educators should engage
learners in pre-assessment activities by negotiating desired outcomes and
precise assessment standards before they start teaching or managing their
classroom. It is further stated that they must engage learners in a preparatory
process that will help them to reach the intended outcomes {(Manganyi,
1997:10-15).

Educators introduce the lesson (state objectives, review the lessons or create
an instructional set) to their learners. This is one major principle of OBE and it
is said to be the only new principle introduced in the process of teaching.
Manganyi is convinced that OBE is not as daunting as it seems, mainly
because much of it is already familiar to educators. He argues that * what is
new, is the fact that from now on, educators will have to specify learning
outcomes before beginning to teach so that learners can assess their own

progress continuously” Manganyi, 1997:1-3).

In addition, Rovenshine (1986:60-69) advocates that SSEs should begin the
lesson with a review. In their reviewing process, SSEs might ask questic 3

about what was taught during the previous lesson, ask learners for feedback
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on homework and ask whether they had any difficulty. By reviewing the

previot le N, 1 C dytol 3n r v n.

4.210.7 Guide SSEs to engage learners in formative and summative

assessment standards

Formative assessment standards and summative assessment standards are
the two most common used components of SSEs assessment standards
system. While formative assessment standards involves assessment of SSEs
performance by SMGDS for the purpose of improving teaching effectiveness,
summative assessment standards helps SMGDS assess SSEs performance
for the purpose of making decisions about tenure, retention, career ladder and
merit increments (Oliva, 1993:474). Steven and Rosenshine (1981:1) agree
that once an adequate level of understanding has been reached through
formative assessment standards, it is essential that learners are given

opportunities to practise a new skill and its application.

An important aspect of OBE is that assessment must be integrated into
teaching. That is, educators should engage their learners in formative and
summative assessment standards. Therefore educators cannot teach first
and then, at the end, decide to set a control test for learners. By integrating
assessment and teaching, educators will be able to note what happens during
and after teaching. Manganyi (1997:20-30) argues that reflection needs to be
interwoven into teaching so that educators can determine how teaching

progresses.

Formative assessment standards affords learners the opportunity to practise a
new skill in the classroom providing SSEs time to work among the learners,
helping and giving them support, encouragement, praise, individual
assistance or even re-teaching as needed. Summative assessment standards
also provide learners the opportunity to practise the new skills independently

in the form of homework.
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4.2.10.8 Guide S&7; in informing learners about factors which will be

salt i

The role of SMGDS in promoting improved learner achievement is to guide
and engage SSEs in the importance of informing learners about factors which
will be evaluated in scoring. These factors are referred to as assessment
standards, assessment standards and they are used by educators to award
grades or marks to learners during assessment. For example, for a learner to
receive a grade A or 95%, he/she will first of all have to meet all the outlined
indicators. For example, in one of the assessment activities given to learners
whereby indicators were outlined in a natural science activity, the assessment

standards were:

» A cross-section flower model that is done well
o Correct structure of the flower

e The parts that are labelled correctly

In this way, learners are given direction as to what is expected of them. They
know from the beginning what they have to do to get a good assessment.
Assessment standards do not only show what learners must do to create
evidence, but also how well they need to do before evidence will count as
being of an acceptable standard. In this way, both the educator and the
learner are able to check continuously how they are progressing toward the

ultimate goals (Manganyi, 1997:8-19).

When SSEs are coached about using strategies of informing learners about
which factors will be evaluated, Learner achievement increases. Having
succeeded in helping SE7 ; to the process of informing learners about which
factors would be evaluated, the next stage would be to support the practice of
educators or educators teaching the same subjects to hold regular meetings.
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4.2.10.9 Encourage SSEs to hold meetings with other SSEs teaching the

an ‘ning

When SMGDS encourage SSEs to hold regular meetings with other SSEs
teaching the same subjects, improvement of instruction occurs. Today
educators can no longer work completely independently of other educators.
Oliva (1993:383) concurs that every decision a educator makes has the

potential of affecting other SSEs.

SSEs must hold meetings with other educators who teach the same subject
(learning area). For example, educators may arrange a professional dialogue
in which they will meet at regularly scheduled times to discuss and analyse
together what they are doing in their individual classrooms. It is indicated
further that peer coaching and mentoring have also grown to be popular in the
recent years. Through peer coaching, a collegial relationship develops
between teams of educators who observe other educators in the classroom,
bearing in mind that they will also be observed in their classrooms. Feedback
will be given afterwards to one another on various aspects of teaching
effectiveness (Pellicer & Anderson, 1995:162-163). It is suggested that
another way for educators to hold meetings with other educators who teach
the same learning area, will be through organized workshops which are
believed to contribute valuably towards the provision of INSET programmes.
Bagwandeen and Louw (1999:113) indicate that workshops emerged to
satisfy the existing needs of educators as they can be flexible and adaptable
to the requirements of diverse groups and situations. They provide educators
with necessary information and also enable them to share experiences. When
SMGDS spend a great part of their professional lives meeting with groups of

educators, they are motivated to work harder.
4.2.10 0 Guide SSEs in engaging learners in the process of learning

A successful SMGD must demonstrate the capacity to lead others. An
effective instructional leader must not only possess leadership skills, but must
also be able to develop leadership skills in others. One of the major duties of

SMGDS is to guide SSEs to use different classroom activities to promote
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learning. When planning a learning programme, the educator needs to
consic -~ what rang of  tivil ners « n

demonstration of achievement. The educator can provide a range of different
projects or activities for learners to be involved in, but each project or activity
must result in a final product that shows evidence of an outcome being
achieved (Manganyi, 1997:8-9).

Atkinson et al. (1992:36) emphasize the importance of learner involvement in
classroom activities. For example, they indicate that educators should involve
learners in their teaching by doing a variety of activities to increase the
likelihood that learners will be involved in learning. It is further added that
educators can increase learner involvement by addressing multiple modalities
during lesson presentation. In this way, learners who are for example
receiving and processing information primarily through an auditory modality
can be invoived as well as those who receive and processes information
through a visual medality. There are also those who are primarily kinesthetic
or tactile learners who need to manipulate and feel materials. Therefore,
educators who adopt more than one modality in their classroom activities will

increase the involvement of learners to a greater degree.

In another research project Pellicer and Anderson (1995:129-130) indicate
that educators can assume a variety of roles in their classrooms. For
example, they can be the sole source of knowledge or they can be facilitators
of learning. However, the emphasis is placed on educators who should create
conditions that will most likely lead to {earning on the part of their learners.
They typicaily seek out and value feedback from learners as this lets them
understand for which learners the conditions have been conducive to learning

and for which they have not.
4.2.10.11 Coach SE€ 7 ; to draw up school development plans

Regardless of how seldom it is that SSEs are regarded as being able to
contribute anything to the process of INSET, SMGDS must engage with
coaching SSEs on drawing up school development plans. For example,

educators can be involved in INSE., programmes for themselves and their
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peers as cooperative equals on how they can become their own classroom
n : idfi lyhowt ¢ rct r into INS™T prog mm the
strategies and the resources that experienced educators bring to the
classroom {(Ashley & Mehl, 1987:130).

To ensure that school development activities will be well-planned and actively
implemented, educators must be coached on how to draw up school
development plans that include the needs to be addressed, the approach to
be used to reach the objectives, time as well as financial requirements and
other resource requirements, together with the assessment standards
method. Traditional INSET programmes where SMGDS stand in front of
educators and deliver a lecture must also be minimized. SMGDS are
encouraged to move away from group workshops, towards collaborative
arrangements that give SSEs opportunities to work together in a variety of
configurations (Pellicer & Anderson, 1995:160-162).

4.2.10.12 Assist SSEs in designing learning programmes

SSEs have to be involved in designing learning programmes. Pellicer and
Anderson (1995.87) suggest that educators should be comprehensive, as well
as incremental in their plans. For example, the comprehensive plan should
provide an overall framework to ensure that plans are less active in achieving
their purpose and goals. In their incremental plan they must include lessons
and daily classroom activities. It is further added to that comprehensive plans
ensure that planning is more effective as it begins with the big picture and
moves to the details. SMGDS must provide educators with the general
guidelines that they need to make judgements on the adequacy of what they
are doing. Seminars and discussions may be held to help educators to

develop these insights.

4.2.10.13 Provide educators with skills for systematic instructional

design

(SMGDS) should provide educators with skills for a systematic approach to
instructional design. Atkinson et al. (1992:31-32) indicate that one of the

primary determinants of learner achievement is the quality of instruction that
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they receive. It is, therefore, the role of SMGDS to provide educators with
| y i for ti p wning,img v 1 ion, v | it
standards of instruction. It is stated that when they are planning, educators
should be guided by the following three basic questions. SSEs should ask
themselves what it is they want their learners to accomplish as a result of their
instruction. They should also ask themselves how they will organize and
present their lessons to increase the likelihood that learners will successfully
accomplish the instructional goals. Thirdly, educators should ask themselves
how they will determine whether learners have successfully achieved the
goals. It is, therefore, assumed that through necessary guidance by SMGDS,
SSEs could be able to organize and plan their lessons effectively so as to
eradicate the assumption that effective lessons rarely happen or they happen

by accident.

According to Letsie and Mofokeng (Unpublished, 2003:13), a general goal of
effective instruction is to improve or maintain conditions that encourage
learner achievement. However, in order for this to happen, SMGDS must
balance the needs of a particular school, the needs of the community in which
it is based and the resources they can bring to instructional management.
Such actions focus on setting schools wide goals, defining the purpose of
schooling, providing resources needed for learning to occur, supervising and
evaluating educators, coordinating INSET programmes as well as creating

collegial relationships with and among SS .
4.2.10.14 Consider SSEs’ needs when development plans are drawn up

it is essential that SSE’ needs are considered when school development plans
are drawn up. Communication of plans on SSE’ needs is important in the
school development plan. Incorporating SSE' needs into a school
development plan benefits the educators themselves and it is also beneficial
to SMGDS. The more imaginative the thought invested in considering
educators’ needs when school development plans are drawn up, the more
likely those plans are to come to fruition without undue confusion, delay or
back-tracking. Pellicer and Anderson (1995:90) also indicate that a needs

assessment and prioritizing SSE' needs is the most critical step in schooi
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development plans. School development plans should pull together multiple
( urc ich tt :hool phile  phy d ge hool } fom 1«
and reports, test scores, drop-out studies and Learner follow-up studies, staff

and staff surveys, committee as well as department meetings.

Letsie and Mofokeng (2003:78) indicate that educators feel that another
primary need for them is their need to be involved in making decisions, as this
will provide them with a solid base of information and personal dedication to
INSET programmes. They feel that if their needs are considered, it will give
them a feeling of power and control which they believe is a basic need to
everyone. It is indicated further that educators are more productive when they
feel that they are able to affect their environment, when they feel consulted,
when they feel they make an impact and when they feel that those in authority

listen to them.

Another research project (Bagwandeen & Louw, 1993:113) indicates that
educators need rewards to overcome hurdles related to INSET programmes
that are largely external to their classroom activities. They feel that these
incentives could serve largely in motivating them to participate in INSET
programmes. For example, SSEs need remuneration for their involvement
and participation in INS™T programmes. SSEs feel that salaries should be
increased for educators who complete their INSET programmes satisfactorily.
It must however, be borne in mind that state funds are generally not made

available for this purpose.
4.2.10.15 Change agents for curriculum improvement

SMGDS are expected to act as change agents for curriculum improvement.
Due to the fact that they operate at the district level, school and classroom
levels, they are perfectly positioned to ensure that the desired change is
occurring, that improvements are directional and that results obtained are
those projected in the planning (Wiles & Bondi, 1960: 108). Mphahlele
(1999:12-14) states that SMGDS are critical sources of initiating change and
that even when the source of change is elsewhere in the system, a

determining factor is how SMGDS will respond to tt  change. If it is taken
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seriously, it stands to be successfully implemented. Therefore, effective
ST a1t to | th who work on communic ion as
communication problems are natural and inevitable. It is their responsibility to
set the pace and time concerning the climate of change. For example, it is
their primary role to use their time at schools to engage all involved personnel

in the process of change.

Letsie and Mofokeng (2003:77-78) highlight the fact that the last two decades
have brought great acceleration in change and assume that the years ahead
will bring even more. They suggest that, in order to remain viable, schools
must not only respond to external changes, but must become innovators
within their own right. Therefore SMGDS should play a crucial and influential
role as change agents by making sure that SSEs have the kind, amount and
type of information that they need in order to make decisions that will benefit
them as individuals and the school as a whole. Providing SSEs with this type

of information is usually referred to as INSET.

4.210.16 Train SSEs to plan, implement, evaluate programmes and
coordinate efforts of all groups and individuals working with

curriculum problems

It is also the role of SMGDS to train educators to plan, implement and
evaluate programmes and to coordinate efforts of all groups working on
curriculum problems. This entails, as stated by Mphahlele (1999:14),
engagement in activities that have as their basis: meaning, contribution and
service, contribution to the organization and its purpose, integrity, positive
impact and mastery. It is also indicated that curriculum design often calls for
some sort of management system that takes the basic plan for changing and
drives it towards completion. Involved also in this step are issues such as the

application of resources and training for those in need of skills.

Wiles and Bondi (1960: 18-19) emphasize that real curriculum is what is
experienced by learners in the classroom. They suggest that SMGDS have
the best opportunity to influence the development of curriculum as they work

directly with educators on instructional problems. They further indicate that
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curriculum development is a cycle that begins with the analysis of the purpose

for ooling.

The cycle continues with the design of the curriculum developing standards
and objectives. For example, SMGDS are working with educators as well as
all groups working on curriculum problems in coordinating efforts towards
curriculum development processes. They work in classrooms with educators
to deliver the real curriculum. Because SMGDS are primary quality control
agents they are able to coordinate practices with general policy formation and
in this way, SMGDS become suppliers of critical information regarding

curriculum improvement.

Oliva (1993:55) assumes also that INSET programmes relate to curriculum
development when they consist of organized, planned activities that focus on
curriculum design, implementation and assessment standards of
programmes. Therefore, SMGDS must help educators to make decisions
about programmes as they must direct educators in the study of scope and
sequence, of balance and of articulation. It is added also that SMGDS serve
as resource persons to a curriculum council as they are expected to direct
curriculum needs assessment involving educators, learners and parents in
exerting curriculum leadership. It is indicated that helping educators make
decisions such as INSET programmes can be a full-time job for SMGDS as
there is a constant need for review and revitalization of the curriculum to keep

abreast of rapidly developing knowledge.

4.2.10.17 Provision of operational INSET programmes for SSEs in the
TMED

The SMGDS as providers of INSET use different programmes to provide
INSET designed for SSEs in the district. These programmes are conducted in
the Education Resource Centres which are fully equipped to respond to the
needs of SSEs.

According to the “Guidelines for Education Resource Centres (ERC),
(December, 2002:3) by the Free State Department of Education there has

been a variety of persons from many structures and institutions who have
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made a contribution by endeavouring to improve teaching and learning
p ctic and ctivii in tr Provinc it mentioned so that
there are numerous organizations that exist, including NGOs and private
enterprise, which can be used effectively to provide educators and learners

with knowledge and experience as well as the necessary skills.

4.3 TF~ EFFECTIV | 58 OF "DUCATION RESOURCE CENTRES IN
THE FREE STATE PROVINC _

Most researchers in the field of education indicate that SSEs are the most
valuable resource of any school as it is mentioned also in the guideline for
Education Resource Centres (Free State Department of Education, 2002:3-6).
It states that educators need to be supported as changes take place both in
education and in their professional roles as lifelong learners. It is said that
teaching and learning practices in many schools are unsatisfactory, occur in
isolation as the division between theory and practice remain an ongoing
problem for many educators due to the lack of educator support, as well as
the lack of practical equipment and learning support materials to work with in
their preparation for learning facilitation. Education Resource Centres,
therefore, should address this problem by keeping in touch with schools in the
region and by providing a forum for exploring whole-school development.
Valuable networking between schools, as well as between schools and other

support structures should also be put into place.

It is further indicated that there are many SSEs who are underqualified and
who have no formal educator qualifications. Provision has to be made for
these educators to improve their existing qualification through INSE,
programmes. These programmes can be done in collaboration with Higher
Education Institutions. For example, such a partnership is already established
at Tshiya Resource Cemtre, in the TMED, where the University of the Free
State is offering upgrading qualifications such as the National Professional
Diploma in Education (NPDE) and Certificate in Education (CE). This will
assist the FSDoE in its strategic plan to reduce the number of underqualified
educators, as such centres play a prominent role in increasing the number of

qualified educators.
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The general overview of Education Resource Centres indicates that their main

focu ouldl ontt following:

Support and development of educators for their operational task in the
classrooms by empowering them in classroom practices which inciude
assessment strategies, planning as well as teaching and learning

methodologies
Support educators in career development

Support educators in personal development

Research conducted by FSDo™ (2002:4) recently concluded that the following

should be the objectives of Education Resource Centres:

To provide a meeting place, special professional working groups,

opportunities for S¢  ; to soive problems which they encounter in practice

To provide SSEs with a programme addressing all the educational

activities that will take place during teaching and learning

To provide SSEs with a programme addressing all the educational

activities that will take place during the academic year

To provide SSks who are promoted to higher posts with the necessary

INSET to enable them to perform well in the added duties
To bring SSEs up to date on technologies in education

To provide assistance to secondary schools in developing new

programmes and to provic professional development opportunities

To engage in research and assessment standards activities designed to

inform new SSEs with practices and school reform efforts

To promote professionalis... among S$
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s To keep a database of unemployed qualified SSEs. These SSEs must be
gh 1INS “ontt dev opments in curriculumkt or th "¢ 1t

employed in the system

e According to the research conducted by FSDoE (2002:3-6), SSEs’
knowledge and capacity should be built and resource centres should

become Centres for spreading excellence.

o Furthermore it is clear that the major functions of the Resource Centres
depict the need for INSET provision by SMGDS and LFs, namely:

» Assist with preparations of learning support materials and learning

programmes.

o Assist with Curriculum development, planning and implementation through

workshops in consultation with accredited trainers.

According to FSDoE in th- C-idelines for I' “ucation Resource Centres
(FSDoE 2002:6), it is important to determine the stage of development of an
educator so as to assist him/her to the next stage. Harvey's research
(1997:107) into methods of achieving change in SSEs’ behaviour suggests
that educators are more likely to adopt practices which have similarities with
what they are already doing which are easily applied in their classrooms.
Harvey (1997:107) argues that it is better to help SSEs to do what they
already do more effectively than to get them to engage in a radically different
concept of education. However with the introduction of OBE, Educators had

to be assisted to implement the new curriculum.

Kahn (1982:10) also argues that an ideal Tshiya Educatotrional Resource
Centre should provide SSEs with education and not training only so that they
are not expected to carry almost blindly the instruction they have received into

their classrooms.

They must be given the tools for the job and then be educated to apply them
with understanding. Kahn (1982:10) emphasizes that SSEs should not see

themselves only as consumers of INSET programmes but they should also be
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able to use their personal strengths to share ideas with colleagues and act as
of :hoc worl 10} |t ple} tivit o wur

education resource centre and are organized and implemented by SMGDS in

conjunction with other education authorities such as LF's; sports and inclusive

education.

Added to the above-mentioned responsibilities, SMGDS are also key
providers of INSET for the implementation of the newly introduced integrated
quality management system (IQMS) for improving SSEs’ skills and knowledge

and rewarding them with salary cash bonus.

4.4 IMPLEMENTATION OF THE INTEGRATED QUALITY MANAGEMENT
SYSTEM (1QMS) FOR SCHOOL-BASED EDUCATORS

The IQMS is informed by schedule 1 of the Employment of Educators Act, No.
76 of 1998 where the minister is required to determine performance standards
for educators in terms of which their performance is to be evaluated. It is an
integrated quality management system that consists of the following three
programmes which are aimed at enhancing and monitoring performance of

the education system:

s Developmental Appraisal

¢ Performance Measurement

¢ Whole School Assessment standards
The purpose of the IQMS is outlined as:

+ To identify specific needs of educators, schools and district offices for

support and development
s To provide support for continued growth
¢ To promote accountability

¢ To monitor an institution’s overall effectiveness
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To evaluate an educator's performance

In implementing the IQMS, the educator is responsible for the following:
Undertake self-assessment standards of performance.

[dentify a personal support group and Development Support Group (DSG).

Develop a Personal Growth Plan (PGP) and finalize it together with the
DSG.

Co-operate with the DSG.

Co-operate with external Whole School Assessment standards (WSE)

Team in line with the protocol when the school is being evaluated.

Attend INSET and other programmes in terms of areas identified for

development.

Engage in feedback and discussion.

4.5 RESPONSIBIL:\ 3 OF SMGDS REGARDING THE

IMPLEMENTATION OF THE IQMS
Advocacy, training and proper implementation of the IQMS

Development and arrangement of professional development programmes
in accordance with identified needs of educators and their own

improvement plans

Moderating assessment standards resuits of schools in their districts in
order to ensure consistency, for example, in cases where the assessment
standards results of a school are not consistent with the school’s general
level of performance or where the SMGD has  1son to believe that the
assessment standards of a particular school is either too strict or too
lenient, hefshe must refer the results back to the school for

reconsideration.
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e Ensure that the assessment standards results of schools are captured and
prc in tirr | Ice ul imp 1 ol y wdg

progression

Ensure that the implementation process in schools is monitored on an

ongoing basis

4.6 CONCLUSION

This chapter explained the role of SMGDS in the provision of INS_, to SSEs
in South Africa. The chapter indicates clearly that if regular training of
educators is done, learner achievement improves dramatically. Research
Peilicer & Anderson (1995: 14) shows that when educators are consulted
about INSET Programmes they receive their participation increases,
classroom performance improve because SSEs are stimulated to find more

about their teaching obligations.

The introduction of Resource Centres in TM._J is vital in the provision of
INS T because it provides resources in appropriate stracture to the SMGDs
and LF's. Finally the implementation of the IQMS becomes very effective

because the objective of identifying SSEs needs become accessible.
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CHAPTER FIVE

EMPIRICAL INVESTIGATION IN: O THE ROLE Gr SCHOC™
MANAGEMENT DEN LOPE S AS ROVIDERS OF IN-
SEnVICc EDUCATION TRAINING OF SSE

51 IN...ODUCTION

In Chapter Four of this study, the researcher provided details concerning
provision of INSET programmes for SSEs in South Africa. The assessment
standards of the role of SMGDS with respect to their role in the provision of
INS™T for educators and that of the effectin _.1ess of educators in improving

teaching and learning were also postulated.

Chapter Four also revealed that SSEs’ needs were, most of the time, not
considered when INSET programmes were planned and organized.
Educators’ qualifications were not seriously attended to as it was only
rediscovered after the 1994 elections by the MEC for ™ jucation in the Free
State Province that large numbers of educators did not have relevant educator

qualifications, while a tremendous number are underqualified.

in the light of the above, Chapter four provided brief details of how the
Department of Education, in the Free State , is doing to address the backlogs,
particularly to developing the knowledge and skills of SSEs, the data
gathering procedure for the empirical investigation regarding the provision of
INSET for SSEs by SMGDS in the Free State Province is discussed. The
chapter mainly describe the procedures adopted in constructing this
investigation, the instruments used, the administration of the method of data
collection applied, as well as the objectives of the empirical investigation of

this study.

A brief review of the survey research that was conducted, the data collected

and the analysis and interpretation of data are subsequently provided.
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5.2 LITERATUREREV N

The literature reviewed in this investigation enabled the researcher to find
answers to basic questions that are central to the aims of this study. The
following are reasons for undertaking a review of literature with regard to this

research:

» |t saves time and helps the researcher to avoid unnecessary repetition and

duplication of previous studies.

» |t helps the researcher to discover the most recent and authoritative theory

about what the subject entails.

¢ |tinforms the researcher about the most widely accepted empirical findings

in the particular field of investigation.
* It reveals the available instrumentation that has proven valid and reliable.

e It enables the researcher to ascertain the most widely accepted definitions
of key concepts in the field of study entailed (Frankel & Wallen 1993:59)
(Mouton 2003:87)

The above advantage of a literature review helped the researcher to compare
past and recent findings about the topic being researched. The information
received from these findings will guide him/her to make the necessary

recommendations.
5.3 AIM AND OBJECTIVES OF THE STUDY

Apart from the considerations mentioned above, a systematic review of
literature on INSET of educators was undertaken with regard to the aim and

objectives of this research as outlined below:
5.3.1 The aim of the research

The aim of this research was to design a model that can be used by Thabo
Mofutsanyana SMGDS for the provision of INSET to S¢ 3
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5.3.2 Objectives

The aim of the research was operationalized into the following objectives:
» To determine the meaning of INSET.

*» What lessons can be learnt from a developed country with respect to the

provision of INSET.

» To determine the role function of School Management Developers
(SMGDS) with respect to their role as providers of INSET for SSE.

» To determine if INSET can improve the competency of SSEs through

increased knowledge and skills.
» To determine the views of SSEs about INSET programmes.
5.4 PROCEDURES FOR DATA GATHERING

The procedures that were followed in conducting this empirical investigation
were mentioned and described with respect to its role in this research
(see1.4.3).

5.4.1 Research design

According to Mouton (2003:49), Seaman and Verhonick (1982:149), research
design refers to “the way the researcher plans and structures the research
process.” Denzin and Lincoln (1994:14) share the same view and they
describe research design as “a flexible set of guidelines that connect
theoretical paradigms to strategies of inquiry and methods for collecting
empirical materials.” In other words, research design refers to an arrangement
of procedures and methods of a research study that includes sampling, data
collection, analysis and interpretation of results. Research design provides
guidelines and structures to the research process in order to prevent
haphazard procedures. In this regard a research design confines the
researcher to an empirical world and connects him to specific sites, persons,

groups, institutions and bodies of relevant interpretative materials.
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This research was undertaken in one of the educational districts of the ee
ta  Provine  tF 0l cle rlook will b tal tt ot ‘cacteristic of

this district.

In this investigation a quantitative approach has been used. In describing
guantitative research, Fraenkel and Wallen (1993:344) state that it is the
method which investigates the quality of relationships, activities, situations
and materials. This research also includes an empirical investigation as part of

the research approach.

In various ways this study {{(Mouton 2003:56) meets the requirements of the
empirical research approach. Data was typically collected through the study
of primary and secondary documents and questionnaires. According to
Landman (1988:22), factual information is categorized as information that

provides the following:

e Reasons
e Logic
e Theory

In the light of what Landman postulates, this study is underpinned by selected
theories. Survey questionnaires were distributed to practising SSE, as one of
the aims of empirical research (cf. 1.4) is to arrive at valid and relevant
research findings (Mouton & Marais, 1990:23).

5.4.2 Population and sample

Persons who participate in a study and from whom data is collected are
referred to as subjects of investigation. As a group, this subject is called the
sample. The sample is composed of people from a larger group called the
population. It is through sampling that researchers are able to draw
conclusions about the entire population of interest based on the result
obtained through data collected from the sample. Letsie (2003:321) and
McMillan and Schumacher (1993:159) state that researchers would prefer to

study the whole population, but this is not always possible since most
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populations are large and scattered over a large geographical area, which in
me id ton finding d con r- L RS

consuming and expensive. A research sample is, therefore, any proportion of
a population for which data is obtained for observation and analysis (Fraenkel
& Wallen, 1990:67; Bagwandeen, 1991:68; Babbie, 1998:194; Weiman &
Kruger, 1999:47; Mofokeng, 2002:326). As Frankel and Wallen (1990:68)
further contend, the popuiation is the group of people to whom the researcher
would like to generalize the results of the study.lt is, therefore, worth
mentioning that in this research, the population consists of S&€™ ; in the Thabo
Mofutsanyana District of the Department of Education in the Eastern Free

State.

Thabo Mofutsanyana District is part of the Free State Education Department
and is located in the Eastern Area of the Province. TMED is the biggest
district in the Free State province and consists of 90 secondary schools
stretching from the town of Clocolan next to the border of Lesotho to Memel
on the border of the KwaZulu Natal Province (cf. Map in appendix D). The
sample that was used consisted of 52 secondary schools. Further details on
the population of the study are fully discussed in Chapter Five (cf. 1.44).

5.4.21 Composition of secondary schools in Thabo Mofutsanyana

District

There are 90 secondary schools with Grade 10-*” learners in the Thabo
Mofutsanyana district. The questionnaires were distributed to 52 of these
schools as a 10% sample is sufficient (Gibbs, 1992: 153).
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Figure 5.1: Number of secondary schools in Thabo Mofutsanyana

tri

Not
selected,
(38), 429
Selected,
52), 58%

5.4.2.2 Division of the survey questionnaire according to the areas of
abode in Thabo Mofutsanyana District

The distribution of the survey questionnaire was divided into four categories
as indicated below. In addition, data was gathered through a convenient
sampling procedure. A convenient sample is a group of individuals who,
conveniently, are available for study (Mouton 2003:104), (Fraenkel & Wallen,
1990.75).

Convenience workshop

Educators (128) attending a workshop on effective _.anning and teaching
behaviour were asked to complete the questionnaire. These educators were
from different schools in the District. All of them responded to the

guestionnaires.
Rural (Qwaqwa schools)

Rural refers to Qwagwa-based schools. Questionaires were administered at
Convenience workshops which 128 educators attended. Most of the schools

are disadvantaged in that parents hail from poor socio-economic backgrounds
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where unemployment and a lack of basic resources are rife. The researcher
incit Ity in i d 3y toc rbu t v onr

The return rate was 100%. Furthermore, secondary school principals who
happen to reside in the same residential area managed to help with the

distribution and collection of questionnaires (about 90%).
Urban Black (Black secondary schools outside Qwaqwa)

Urban Black schoois are former Department of Education and Training
schools in urban areas where educators are mostly Black and they are
managed by Black principals. SMGDS supervising those schools assisted in
distributing and collecting questionnaires. 75% (290) of the questionnaires

distributed were returned.
Urban White (former model C schools}

Urban White schools, that is, former model C schools are based in urban or
suburban areas where most educators, 89%,(156) are White and they are
managed by White principais. These schools have adequate resources and
educators are well qualified with supportive and educated parents. SMGDS
supervising those schools distributed and collected the questionnaires. 80% of
the questionnaires were returned. This return rate, according to recent

literature on research, is acceptable.
The final sample of Educators is 446 and of SMGDs is 30.
5.4.3 Research instrument used

In this section of the study, the questionnaire as research instrument used in

collecting information for this research is described.
5.4.3.1 The construction of the questionnaire

In the construction of the questionnaire for this research, items were divided
into four sections, namely Section 1, Section 2, Section 3 and Section 4. items
in Section 1 are related to personal and biographical information of the

respondents. The information in Section 1 included the respondents’ gender,
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age, highest academic qualification, as well as highest professional

g ification.

Items in Section 2 intend to provide information in relation to the assessment
standards of the role function of SMGDS in providing INS  for SSE, whereas
items in section 3 intend to evaluate the effectiveness of SSEs in improving
teaching and learning. Items in section 4 aimed to gather information with
regard to the designing of a teaching and learning model that can be used by
Thabo Mofutsanyana SSEs to improve learner achievement. ltems 2.1-2.10
are related to question one, items 3.1-3.10 are related to question two and
items 4.1-4.10 are related to question three. The three questions are listed

below:

Question 1

What is the role function of the SMGDS in the provision of INSET for SSE?
Question 2

How effective are SSEs in improving teaching and learning?

Question 3

How are the SMGDS engaging the SSEs in designing a teaching and learning
programme to be used by Thabo Mofutsanyana S& 5 to improve learner

achievement?

In constructing the questionnaire used in this study, the objectives of this
research as well as useful hints from literature and experts’ opinion of
researchers and practitioners were used. The criteria and principles
advocated by Babbie (1998:147-162); Daresh (1987:5); Fraenkel and Wallen
(1990:92-94); Converse and Preser (1986:51-75); Neumann (1997:233-234
and 245-246); De Vos (1986:73); Mofokeng (2002; 320-327); Oppenheimer
1992:110-112); Bradburn (1983:207-226); Dillman (1978:51-57), as well as
Sudman and Bradburn (1983:226-227) were adopted. . \aenkel and Wallen
(1993:345) indicate that the problem to be investigated by means of a survey
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should be sufficiently interesting and important enough to motivate the

individuals whoa : ng Jn l.
5.4.3.2 Defining a questionnaire

A questionnaire is a self reporting instrument used for gathering data about
variables of interest to the researcher and it consists of a number of questions

or items that a respondent reads and answers {(Beckman & Visser, 1999:348).

According to Tuckman (1994:216), a survey dquestionnaire is an instrument
used when collecting research data and it is ultimately dependent on the

purpose of the study.
5.4.3.2.1 Advantages of a structure: questionnaire

According to De Wet, Monteith, Venter and Steyn (1981: 163), the structured
questionnaire is more effective and practical than an interview. It has the

following advantages:
e Data is easily collected and many respondents can be reached.

Standardized instructions can be given so that respondents know exactly

what is expected of them.

¢ A questionnaire is cheap and does not require educated personnel to fill it

in and, therefore, it is relatively quick.
s A more objective opinion can be given when the questioner is not present.

o Cooperation of people becomes easy with a well-planned, neat, good and

careful questionnaire (Smith 1993:165).

The questionnaire is the most widely used technique in obtaining information

for a variety of reasons (Ary, Jacobs & Razavieh, 1999: 421):
e ltis ath y :onomical.

¢ It contains the same questions for the respondents.
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¢ It ensures confidentiality.
o It comprises written statements and questionts.
5.4.3.2.2 Disadvantages of a structured questionnaire

Smith (1983: 168); Anderson (1990:207); Ary, Jacobs and Razavieh
(1999:421); and Bong and Galt (1989:158) indicate that questionnaires have

the following disadvantages and limitations:

e Lack of individual understanding and fewer possibilities of repeating

questions even if the respondent does not understand what is required
* Low response rate
» Many questions are not answered.
¢ No control of external influential factors

« Respondents hide or run away when one comes back to collect the

guestionnaire.

e Respondents complain of not finding enough time to complete the
questionnaires, which serves mostly as a factor of unwillingness to comply

with the request.

However, the advantages of the questionnaire significantly surpass the
disadvantages. According to Smith (1983:167), this is an effective method to
motivate respondents and convince them that the study is worthy and valid. A
glossary of terms to clarify the questionnaire is attached in Appendix C. The

researcher took cognisance of the above-mentioned disadvantages.

The questionnaire was selected as research instrument for this research
because most of the disadvantages were ameliorated by personal

administration of the questionnaire in the field.
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5.4.3.2.3 Suitability of a questionnaire for this research

A questionnaire is appropriate as research instrument for this research since it

helped elicit responses connected to specific perceptions of SSEs.
The respondents are all SSEs who are being provided INSET by SMGDS.

Their responses led to the development of a proposed model for the provision
of INSET in the Thabo Mofutsanyana District

5.4.3.3 Administration and control of questionnaire

The distribution of questionnaire to the selected sample began on 11 August
2007. Permission for the distribution of the questionnaire at secondary
schools and the Thabo Mofutsanyana Education District was obtained from
the Free State Department of Education (see Appendix A). Following a
directive from the Free State Department of Education, questionnaires that
were sent to secondary schools in Thabo Mofutsanyana Education District
were accompanied by letters to the principals, explaining the objectives of the
research and requesting permission to conduct the research at their schools
(see Appendix B). Participation of the SSEs in the research was voluntary. In
addition to the letter, all the questionnaires were accompanied by a covering
letter addressed to the respondents explaining the objectives of the research,
requesting the respondents to participate in the research and giving the
respondents a brief background of the INSE . provision programmes (see
Appendix D). Finally each respondent was supplied with a page containing a

glossary of terms used in the questionnaires (see Appendix C).

The following methods for distribution were used. Firstly, the researcher
personally delivered questionnaires to identified key persons at the selected
schools and educators. The sampling procedures were explained to the key
persons who were then requested to distribute the questionnaires to the
selected schools and educators and to collect them after they had been
completed. Secondly, the questionnaires were posted to heads of schools
concerned who were also requested to distribute them to the subjects and to

collect and post them back to the researcher in a self-addressed and stamped
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envelope. A register of the distributed questionnaires was kept in order to
control their an. A ninc v ) wtor 2 who in
returning the questionnaires. The figure below indicates the number of
questionnaires that were distributed to the selected respondents as well as

that of the questionnaire return rate.

Figure 5.2: Questionnaire distribution and return rate

Not
Returned returned,
(520, (80), 13%

B87%

5.4.3.4 The pilot study

The pilot study is a small scale study administered before conducting an
actual research. The researcher conducted a pilot study which enabled him to
determine the feasibility of this research project as the validity and the
refiability of the research instruments are dependent on the pilot study (Ural &
Sekete, 1997:39: see also, Letsie, 2003: 333-334; Mofokeng, 2002: 32-44;
Bagwandeen, 1991: 75; Fraenkel & Wallen, 1990: 479). The pilot study also
determines how the design of the questionniare could be improved.
Bagwandeen (1991:766), Huysamen (1994. 197); Isaac and Michael (1993:
34); Mofokeng (2002: 33-66) and Letsie (2003:333-334) mention the following

advantages of a pilot study:

e It provides the researcher with unanticipated ideas, approaches and clues
not foreseen prior to tt  main study. As a result, it reduces the number of

data-gathering problems.
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¢ It may save the researcher time and financial costs on research that could

y d inforr iont ~exp :ted.

e |t investigates the feasibility of the proposed project and detects flaws in

the measurement procedures.

¢ In the pilot study, the researcher may try out a number of alternative

measures and then select those that yield the best results.
5.4.3.4.1 Defining validity

In defining validity, Fraenkel and Wallen (1993:139) postulate that validity has
to do with the defensibility of the inferences researchers make of the data
collected through the use of an instrument. The inferences have to be
appropriate, meaningful and useful. An inference is appropriate if it is relevant
and sheds light on the meaning of the information obtained through the use of
the instrument. It is useful if it enables researchers to make decisions related

to what they were trying to find out.
5.4.3.4.2 How to ensure validity

In order to fulfil the purpose of this study, the researcher also took advantage
of the SMGDS and Learning Facilitators whose offices are situated in the
same block. These department officials meet once every month to share
information about academic prog ;s at schools. It was during this meeting
that questionnaires were distributed to thirty SMGDS and Learning Facilitators

to test the content validity and reliability of the research instrument.

The questionnaires were brought back to the researcher within five days with
recommendations.  The pre-test of the questionnaire revealed some
ambiguities and poorly worded statements. When the responses were
analysed, some statements were deleted, others were better worded and
where ambiguities were indicated, new statements were added. Therefore

the validity and reliabitity of the research instrument was ensured.
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5.5 DATA ANALYSIS AND PRESENTATION OF THE FINDINGS

The returned questionnaires were found to be suitable for analysis. 1.1e data
was coded, processed by computer and analysed by using the software
package known as Statistical Analysis System (SAS). The frequencies of the

responses were calculated, rank ordered and interpreted.
The next section presents the data analysis and interpretation.
5.5.1 Biographical information on respondents

The foltowing biographical information of the respondents is deemed to be

relevant for this study:
5.5.1.1 Gender

Figure 5.3: Gender

Vale
Female 48%

52%

In the light of figure 5.3 above, the indication is that 51,7% of the respondents
are males, whereas 48 3% are females. This indicates that redeployment of
qualified female educators to secondary schools is a success. Moreover, it
might be that the government’'s efforts to redress gender inequalities are
beginning to bear fruit. However, this finding is contrary to many others which
show that females who participate in INSET programmes are very few. For
example, the study conducted by Mofokeng (2002: 353) revealed that 70,69%
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of the respondents were males with 298,31% being females. These findings
a not) :wul “to! wth Tri but it th k of juality of opportuni

for woman worldwide. In another example, Court (1989: 70) found in a survey
of UK educators that 70% were men and 24% were women. In the same
breath, Rowland (19896:8) conducted a research at a university in the North of

England and found that of 75 departments; only one head of department is

female.

5.5.1.2 Age group of respondents

Table 5.1: Age group of respondents
V1/4 Frequency | Percentage | Cumulative | Cumulative
Frequency Percentage
23-30yrs 56 10,77 56 10,77
31-40yrs 242 46,54 298 57,31
41-50yrs 174 33,46 472 90,77
51-60yrs 43 8,27 515 99, 04
61-65yrs 5 0,96 520 100,00

Only 10, 77% of educators in the system are under the age of 30, which is an
indication that in years to come there will be fewer SSEs in the education
system. 46,54% of educators are above 30 years, which again is an indication
that INSET programmes are needed to keep the majority of these educators
up to date with the new teaching skilis required for the revised curriculum for
grades 10-12. In addition, 33,46% of SSEs in the education system are above
the age of 40 years, which further indicates that more funds are needed to
retain them and a clear indication that INSET activities are necessary. About
9% are above 50 years of age, which means that most experienced educators
will have to leave the profession soon. This is a clear indication that INSET

should be used to improve teaching strategies at secondary schools.
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5.5.1.3 Academic qualifications

Table 5.2: Academic qualifications

V1/4 Frequency | % Cumulative | Cumulative
Frequency | %

Below matriculation 4 0,77 4 0,77
Matric certificate 20 3,85 24 4,62
Teachers Diploma 265 50,96 289 55,58
Bachelors degree 136 26,15 425 81,73
B.ed Honours 83 15,96 508 97,69
Master’s Degree 12 2,31 520 100,00
Doctorate 0 0 0 0

Only 4,62% of educators’ qualifications are still below matriculation. This

remains a concern that such a number of educaters are still teaching at

secondary schools. It is interesting to note that 50,96 %of educators, which is

a large number, are without degrees, which means they need more content

knowledge on the subjects they are teaching. Another 26% of educators are

in possession of a junior degree which is a good indication that, if INSET

programmes are implemented, there is a great possibility of the educators

improving their skills. Only 15% are holding senior degrees, which indicate the

need for more educators to be exposed to INSET programmes.
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5.5.1.4 Professional qualifications

Table 5.3: Professional qualifications

V1/4 Frequency | % Cumulative | Cumulative
Frequency | %

Matric + P.T.C. REQ 9 1,73 9 1,73
V12
Matric + 3yrs training 278 53,46 287 55,19
REQ V13
Degree + 1yr training 194 37,31 481 92,50
REQV 14
Other 939 7,50 520 100,00

Over 50%of SSEs in the education system have been trained for three years,

which is the minimum requirement needed for teaching. It is, therefore, ciear

that there is a need for INSET programmes to be available to more SSEs with

the aim of improving the teaching skills needed.

5.5.2 Assessment standards of the role of SMGDS with regard to the
provision of INSET for SSEs

The following responses reflect the role of SMGDS with respect to providing

INSET for SSE. The items in the scale of 1-5 will be combined as follows:

e 1 and 2 will be combined to mean strongly disagree for the purpose of

interpreting tables and figures,

o 3 will remain uncertain, and

e 4 and 5 will be combined to mean strongly agree.
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specific INSET activities should be done by LFs while on the other hand the
- twi by M s It is imperative that an IN r
provision development initiative by the Thabo Mofutsanyana Education District
of the Free State province should be viewed as essential. Effective INSET
provision for educators is necessary in order to improve the quality of teaching
and learning at schools. The intervention of the SMCL._3 cannot be over-
emphasized for the provision of INSET programmes for educators, as

educators are waiting with great expectations to improve learner achievement.

In chapter 6 the researcher will present a proposed model that can be used by
Thabo Mofutsanyana SMGDS for the provision of INSET to SSEs.
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CHAPT SIX

A PROPOSED MODEL FOR THE
rROVISION C. INSET TO SSES

6.1 INTRODUCTION

The analysis of the data collected in chapter five and the background of the
literature study in Chapters Two, Three and Four led to the conclusion that
INSET provision by SMGDS is a serious concern among SSEs during this
time of streamlining of curriculum 2005. In an attempt to address this problem
of inadequacy of skills among SSEs, the Free State Department of Education
(FSDE) has launched a comprehensive number of programmes including
policy and legislation. However, there is no sustainable evidence of these
initiatives being successful in decreasing the number of under and unqualified
SE7 i It is therefore necessary to suggest a model as solution that could be
used by SMGDS in the TMED to provide INSET to S&™  (c¢f. 1.3). The
proposed model for INSET provision in the TMED intends to provide SMGDS
with a usable tool to evaluate the effectiveness of SSEs in improving teaching
and tearning. In this chapter, the focus turns to the second research question

posed in chapter 1 of this study:

How can SMGDS as INSE. providers improve the competence of SSEs
through increased knowledge and skills? Whereas the response to this
question could be a simple answer, this chapter presents a model and a
monitoring tool that could be seen as a solution to the problem of a lack of
knowledge and skills among SSEs. The researcher’'s model is adopted from
Oliva (1993:358) by taking both the literature study and the empirical research
into account as indicated in several cross references. The data of the
empirical research in Chapter Five have also made it profoundly obvious that
solutions are necessary to facilitate the provision of INS "~ for SSEs in TMED.

The Chapter sets out to propose a model and a tool for use by SMGDS and
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S¢ 1 in TMED. it is essential to give an exposition of the nature and scope of

th zonc t‘mod =
6.2 TF_ NATURE AND SCOPE OF THE CONCEPT MODEL

Confusion often surrounds the meaning of the concept ‘model'. [n some
cases, the concept is used synonymously with the concept ‘theory', although
the two are conceptually different (Fourie, 2000:249). In brief, it may be
argued that theory is judged by its truthfulness in portraying reality, while a
model is judged by its usefulness in explaining reality (Mouton & Marais,
1990:142).

6.2.1 Definition of the term “model”

Nadler (1989:140) describes a model as a representation of reality so that
sense can be made out of the world around us. Mouton and Marais
{1990:140) postulate that a model does not pretend to be more than a partial
representation of a given phenomenon, but rather presents in broad outline
the phenomenon of which it is a model. The two authors also point out that the
value of a model is its ability to draw attention to specific themes, providing
such a model with strong guiding functions. Mouton and Marais (1990:143)
furthermore state that a model attempts to represent the dynamics of a
phenomenon in that it provides a simplified indication of relations between the
main elements in a process. In this way, it becomes a mode of representation
within which not all features correspond to some characteristics of its sub_ it
matter, but attention is drawn to specific themes, relations and dimensions
(Fourie, 2000:250).

Models can be regarded as contractions aiding research. They visualize
concepts which are complex and difficuit to understand by reducing them to
interdependent units (Jonker, 1994:208).

Mouton and Marais (1990:144) advocate that most models have certain

characteristics:
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¢ Models identity central problems or questions regarding the phenomenon

to beinv i 1.
s Models limit, isolate, simplify and systematize the domain of research.

* Models provide a new language within which the phenomenon can be

discussed.

Nadler (1989:5) emphasizes that a model is valuable in so far as it improves
understanding or helps the user to understand what is essentiaily a
complicated process. Jansen and Steinberg (1991:9) warn that models
highlight certain aspects of a compiex process and offer a simpiistic
representation of the aspects covered. It should therefore be noted that
models are in general accentuating aspects so as to serve a particular
purpose. Although models are only representations and should not be
confused with ity, models have specific benefits for the user. These

benefits or advantages will now be presented.
6.2.2 Advantages of models

The following advantages of the use of models should be considered by
researchers (Nadler, 1985:5):

¢ Research results can be presented in text form within a specific

framework.

¢ The meaningfulness of the research results can be presented and

evaluated within a specific framework.

e The problem that has been researched can be presented in a reduced and

summarized form.
¢ The gap between the theory and the empirical research can be closed.
¢ What is known through research and observation can be integrated.

+ Observation can be guided.
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The model proposed in this chapter aims specifically at presenting the
problem tl Hin I¢ tin  uw  Iform | whi t me time
closing the gap between the theory exposed in chapter Two, Three and . vur

(literature study) and the empirical research discussed in chapter Five.

Although a sound model can help the user to understand what essentially
looks like a complicated process, models also have limitations or

disadvantages. These will now be discussed.
6.2.3 Disadvantages of models

The following disadvantages of the use of models should be considered by
researchers (Nadler, 1989:6-7):

*» Models can only represent reality and should thus not be confused with

reality.

*» |In reducing a complex process to a one dimensional representation,

information can be lost.

¢ The utility of models depends on the user's own understanding of reality.

Feedback in an open model is not automatic.

These disadvantages are noted by the researcher in the sense that this study
does not advocate the proposed model as the only possible solution. It is
merely offering one possibility of advancing the role function of SMGDS as
providers of INSET to 8¢ 5 inthe TN ). Now that both possible advantages
of using models have been addressed, the attention needs to turn to actually

developing a model.
6.2.4 Developing a model

There are various ways in which to build a model. Vermaak (1999:210)

identifies the following steps in the development of a model:
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Identify the problem

Make assumptions through identifying and classifying variables and through

determining the interdependence of varic _ 2s and sub models.
Design the model

Verify the model by ensuring that the model that addresses the problem is

meaningful and can be applied in practice.
Implement the model
Maintain the model

Because a model focuses on a certain aspect of reality, a variation of models
can be applicable in building one specific model (Vermaak, 1999:208). Nadler
(1989:5) identifies a number of questions that should be considered in the

choice of a model, namely:

What is the purpose?

¢ Does the model indicate what to look for?

o For what kind of learning is it appropriate?

e Does it help the user to anticipate what he/she will find?

s Does it provide alternatives?

The design of a model will thus depend on the application value of that
specific model. The question that needs to be asked at this point is: What type
of model would suit this research best? Literature indicates (Nadler 1994.7)
that two models of INSET exist which will be unpacked and fully discussed in

the next heading.
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6.2.5 Open and closer models

According to Nadler and Nadler {1994:8), models can be classified as either
open or closed. They indicate that each type is based on a different theory or

philosophy applicable to particular task.

An open model assumes that external factors can affect the design process.
In creating an open model, the model builder is accepting the fact that some
external forces may be beyond the scope of the model, but that such factors

must be considered in the design process (Nadler & Nadler, 1994:).

An open model is a work theory which guides the designer with possibie
options and possible outcomes. This model is descriptive and endeavours to
describe what will happen if the 1odel is used. It tends to be a verbal model,

whereas a closed model tends to be mathematical.

The major problem with some open models is that feedback during the design
process is automatic. On the contrary, the closed model assumes that every
input in the design procedure is identifiable and controltable and all variables
are inclusive. ne closed model is predictive because its interactions are
meant to be used exactly as designed. This means that the designer has
limited options (Nadler, 1994:8).

The contrast between open and closed models is illustrated in Table 6.1.

Table 6.1: Open and closed models (Nadler& Nadler, 1994:8)

Open Closed

Outside factors cannot be identified All factors can be identified or
accounted for in the model

A working hypothesis
Outcomes predetermined
Descriptive
Predictive
Verbal
Mathematical
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Having outlined the contrast between open and closed models, it is critical
tt " INTTT models that could tt e ¢t -indev oping a model for
INSET in the TMED be identified and discussed.

6.2.6 Different types of models

The researcher decided to consider five different models regarding their
applicability to a possible model that could be used to improve educator
performance for learner achievement: the traditional, peer, clinical,
developmental and in-service education models. The models will be defined,
illustrated and fully explained. Following what we learn from the above
discussed models, the researcher would be in a position to design a proposed
model to be used by School Management Developers as in-service education

and training providers to SSE.
6.2.6.1 A: The Traditional Supervision Model

McGreal (1983) as quoted by Atkinson et al. (1992:68) refers to this model as
“common law" supervision model and describes traditional supervision as a
situation where there is high supervisor - low educator involvement. In this
model, Educators remain passive while supervisors actively do something for
or to them. However, this model is regarded as open because human
behaviour cannot be pre-determined. The aim of the model is to improve the

educator's skills in teaching.
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Figure 6.1: The Traditional Supervision Model (McGreal: 1983)

- _ —

The typical process in traditional supervision includes the following steps:

e The supervisor, without input from the Jucator, decides when he/she will
do the required number of classroom observations (usually one or two)

and then do them.

 During the observations, the supervisor collects data using a prescribed
instrument which usually reflects a list of standardized criteria that

disregard any contextual conditions that might exist.

+ Following the final observation, the supervisor completes a summative
assessment standards and presents his/her rating to the educator
(McGreal, 1983 : 17).

Given the fact that the traditional model of supervision has been the most
prevalent at most secondary schools which is typically used for all Educators,
it is hardly surprising that supervision has a bad reputation. Educators resent
the “watchdog“ mentality of the traditional approach, as well as its heavy

emphasis on standardized criteria, much of which tend to be written more for
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administrative ease than for improving teaching effectiveness. Educators also
q  ionti vall of ju o xp v orcor : which 1 ¢,
at best. Rather than fostering positive interactions, the traditional approach,
with its focus on rating Educators, has helped to foster a kind of “cold war”

relationship between supervisors and Educators (Blumberg, 1980:173).

While much criticized, the traditional model also has several advantages.
First, it requires little time or skill. Because it requires minimal contact between
—Jucators and supervisors, traditional supervision may be the most practical
model in situations where there are high supervisor-educator rations. In
addition, this model requires little training on the part of the supervisor and is
therefore not costly (Blumberg, 1980:174).

The ultimate test for determining the effectiveness of a supervisory model is
the quality of what occurs at the heart of the system, namely tt  improvement
in teaching and learning, fostered through the supervisory process. Measured

against the above, the traditional model is rather inferior.

6.2.6.2 B: .he Peer Coaching/Co-operative Professional Development
Model

Peer supervision, also called “ peer coaching” or “ cooperative professional
development” (Glatton, 1984:1) is a moderately formalized process by which
two or more experienced competent Educators who value collegiality agree to
work together for their own professional growth. This is an open model. They
observe each other's classes, give each other feedback about the

observations, and discuss shared professional concerns.
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Figure 6.2: Peer Coaching/Co-operative Professional Development

Moc ton: -

PEER SUPERVISION

o [
b | Lag

The peer supervision model recognizes, firstly, that Educators have much to
share and, secondly, that Educators are more likely to seek assistance from
one another than from supervisors. Biumberg (1980:174) found that almost
two-thirds of Educators’ conversations on professional matters were held with
other Educators, compared to only seven percent with the principal. The peer
supervision mode! creates opportunities for Educators to communicate with

their peers.

While it may appear that supervisors have little to do in peer supervision
models, this is not case. To increase the likelihood that this model will be
effective, certain conditions are necessary (Blumberg, 1980:174). Most of
these are established or facilitated by the principal. Firstly, the principal must
he perceived as being supportive of improving instruction in general. It must
also be accepted that the use of peer supervision is an effective tool to
achieve this purpose. At the beginning of the process, the SMT should assist
Educators involved in peer supervision with setting instructional goals and
objectives and with learning how to work together to realize these goais and
objectives. In most cases, this would involve a number of staff development
sessions with the staff where peer supervisions could be studied, discussed

and demonstrated through exercises such as role playing. Secondly, peer
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supervision works best in school climates characterized by support and trust

mong Educ o and administ ors. Tt princit  must tat the leadership
for establishing such a climate through discussing with the staff the mission,
goals and objectives of the school. The principal must aiso work with the Staff
to establish a set of shared school values that place great emphasis on
cooperation as a means to improving instruction. Finally, one of the conditions
of peer supervision is that Educators must be provided with resources (e.g.
time and necessary training) to enable them to work effectively with their
peers. Without administrative support, peer supervision is almost certainly
doomed to failure (Blumberg, 1980:176).

While peer supervision recognizes and utlizes the talents and skills of
experienced, competent Educators, the model has several disadvantages as
well. Some argue that the quality of supervision provided by untrained
Educators is poor. Others (Lieberman, 1972:4-6) question the model from a
cost-benefit perspective. Still others question the feasibility of this model. They
point out that the bureaucratic structure of schools militates against peer
supervision: the lack of time, the inadequate interactions with colleagues and
the physical structure of school buildings all get in the way. In addition, critics
point out that the prevailing milieu of schools is antithetical to this model.
Schools tend to make Educators independent, not team- oriented,;

competitive, not cooperative; and isolated, not interacting.

Although the model has disadvantages, peer supervision is likely to “ raise the
level of professional talk, give Educators feedback about a limited part of their
teaching, and help them see their colleagues and supervision in a new light”
(Glatthorn,1984).

6.2.6.3 C: The Clinical Supervision Model

A third supervisory model is clinical supervision. Unlike the traditional model,
clinical supervision focuses primarily on the improvement of instruction.
Characterized by a close, intense collegial relationship between the educator

and supervisor, this model is most effective with Educators who are
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e The post-observation conference where the supervisor and educator

5 va relativ  to tt L, ‘focus

-

e The post-conference analysis where the supervisor reviews the

SUpervisory process

While clinical supervision has been lauded by many, this model also has its
critics. Firstly, it requires that supervisors be highly trained in instruction. They
must be able to appraise generic teaching skills and to communicate
effectively with Educators about those skills. Secondly, clinical supervision is
time consuming. Oliva (1993:499) estimates that, at a minimum, the
supervisor needs approximately two hours per educator per cycle of clinical
supervision i.e., from the pre-observation conference to the post-conference
analysis. Thirdly, critics question the practicality or feasibility of its use for all
Educators. Given the paucity of resources, the demands of the process, and
the difference in the needs of individual Educators, it is doubtful that clinical

supervision can or should be made available to every educator.

Although the research on clinical supervision has not yet reached a point
where we can safely make generalizations about its effectiveness, Reikoff
(1981:17) noted, "emergent work does suggest that the practice of clinical
supervision contributed to statistically significant changes in Educators’ verbal

interactions, teaching strategies and teaching behaviour”.

The following table presents a summary of models used to demonstrate

different types of models in the context of this research.
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Table 6.2: Advantages and disadvantages of the traditional
Sup +  ory, F Coaching nd Clini ur -visory
Models
Advantages Disadvantages
low educator involvement
time efficient perceived  negatively by
. o lucators
easily administered
Traditional _ o o educator/ supervisor
requires minimal training -
contacts are superficial
inexpensive .
uses standardized
observation criteria
- o suited only for experienced,
facilitates communication i
skilled {ucators
between Educators
_ Educators lack training in
Peer requires moderate level of o
o o supervision
Supervision supervisor involvement
not typically supported by
enhances Educators’ )
] bureaucratic  structure  of
professional development
schools
focuses on the improvement extremely time —consuming
of instruction requires  high level of
Clinical supervisory skills

fosters positive relationship
between the educator and

supervisor

not recommended for the

professional or dropout
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6.2.7 Selecting a Supervisory Model

Of the three supervisory models (traditional, peer, and clinical) which is best?
There is no single best model. The appropriateness of the model depends
upon a number of factors, including: the educator's level of professional
development, the time available for supervision, the objectives of supervision,
the supervisor's level of skill and the organization's expectations for

supervisors.

The researcher's, proposal on how INSET should be planned and

implemented is as follows:

The first task in getting a school staff ready to change their professional
performance is to develop a school climate where communications are clear
and open, where the staff know each other well and understand each other’s
professional values, where Educators and school management teams (S M
T's) trust and support each other, and where the staff see differences among
their peers as strengths. Once such a climate has been established, the
likelihood of change is enhanced. Like change, however, INSET should be
viewed as a planned, purposeful process, not as an event. The process

involves five stages:
¢ Preplanning,

e Planning,

e Implementation,

¢ Maintenance, and

¢ Assessment standards.

Once established, this five-stage process becomes cyclical in nature with the
results of the assessment standards stages supplying the information needed
in the preplanning stages. The purpose of this open model is to improve the
educator performance for iearner achievement. Clearly, the importance of

models' necessity for INSET cannot be overemphasized. This view is held
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consistently throughout this study as it undergirds the theoretical and
cont tt { 1 workofthisre x 1. oC  recc : use by
SMGDS in T JED as adopted from Wood, .jompson and Russell (1981)

¢ 2ms appropriate for this research.

6.3 MODEL FOR THE PROVISIK OF INSET TO S¢ 3 BY THABO
MOFUTSANYANA SMGDS

The purpose of training is to bring about changes in the classroom or in the
knowledge and skills of SSEs. The recomn ded model as indicated above
has been borrowed from existing models on INLLT (Gc ihammer, 1980:33;
Glatthorn, 1984) and adapted to fulfil the aims of this research. Figure 6.4
represents an outline of the proposed model for exploring the role of SMGD
as providers of INSET.
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The first task of the committee is to determine the priorities for INSET. The
priorit I I l'u nt LB ¢ tt di It

between what shouid be and what is, for exampie determining if there is a gap
between current performance of learners and desired performance of
learners. To identify the need, the INSET committee might ask SSEs, and
SMTs to suggest topics for INSET based upon the school's goals and
objectives. In addition, the committee with the guidance of the SMGD should
review data concerning how well the school is currently achieving its goals
and objectives. Sources of information might include meetings, surveys,

observations, interviews and school data e.g., tests and examination marks.

Once all parties or groups have had an opportunity to provide input, the
INSET committee should then ask respondents to rank topics in order
ofimportance. For example, a listing of all suggested topics might be included
on a questionnaire. Using a scale of 1 to 5 (1= not important; 2=somewhat
important; 3= undecided;4= important; and 5=extremely important),
respondents would be asked to rate each topic according to its importance.

These data would be used to determine the priorities for INSET planning.
6.3.2 Stage 2: Planning

Literature (cf. 3.6) reveals that planning is a crucial step in the provision of
effective INSET as educators can be involved in the needs analysis.

Figure 6.4.2: Planning of INSET needs
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Once the topics for INSET have been determined, the SMGD in conjunction
with IN =T commit nould t tt topi into Hecific objectiv .
These objectives might address (1) knowledge, (2) strategies or skills, or (3)
attitudes (Wood, Thompson & Russell, 1981). Knowledge objectives deal with
learning disabilities. Strategy or skill objectives pertain to procedures for
teaching (e.g. how to plan and manage independent studies and small group
instruction). Attitude objectives identify the commitment, values and other
affective variables necessary to implement change in professional behaviour
e.g. reinforcing a Learner's positive behaviour rather than criticizing his/her

negative behaviour.

Objectives should be written in measurable terms. A simple formula for a
measurable objective is that it should tell who should do what, by when and to
what degree. Once clear, measurable objectives have been formulated, the
SMGD and the committee should develop or select activities: school-related
courses, seminars, Iinstitutes, conferences, workshop, personal and

professional growth plans, school programmes and educator centres.

In selecting and planning activities, the SMGD and the INSET committee
should keep the following research finding in mind (Bents & Howey, 1981:11-
36):

Adults learn and remember that which they perceive as being relevant to their

personal and professional needs.

INSET programmes using individualization are more likely to accomplish their
objectives than programmes that have common activities for all participants.
[Additionally, the principal who sets aside time to guide educators and staff
through the process of developing an individual personal and professional
growth plan will find the needs cited by educators and staff to be more realistic

and usable in designing the INSET activities for the school.]

Activities shouid include opportunities for participants to build relations and
communicate, time when participants can interact freely and share what they
are learning, pre-and post-assessment and learning options to accommodate

differences in the needs assessment.
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Lectures are not adequate to change behaviour because adults need direct

Yy W !

Adults prefer to learn in normal work settings where they can interact sociaily

with peers.

Other questions to be addressed during the planning stage include:
« who will conduct the activities,

¢ when and where will they be conducted,

* what resources e.g. time and money are available; and

o how will the activities and the overall INSET plan be evaluated?

In attempting to answer these questions, the SMGD and the INSET committee
should keep the following guidelines in mind (Daresh, 1987 as quoted by
Atkinson et al., 1992:70).

SSEs who are trained in the INS ™ process or who are experts on a particular

topic are the best candidates for conducting INSET activities.

INSET should be provided at the beginning of the year and should continue at
various times throughout the year. Activities should be planned so that they

cause minimal disruptions to the school programme.

The school is the preferred site for INSET activities particularly if the objective
of the activity is skill development at the school site and is both convenient

and cost-effective.

The room should be large enough to hold all who attend and should be well-

lighted, comfortable and well ventilated.

By the end of the planning stage, the SMGD and the committee should have a

written INS T planthati ludes:

* Goals to be achieved and programmes to be implemented
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¢ Specific INSET objectives and activities to address the goals

» Sequences of activities for (a) training and (b) putting the desired changes

into practice

e A detailed description of the major in-service workshops or other activities

that have been planned

e A list of resources — personal and material — that can be used to

implement the INSET activities

e A budget to support the INSET programme and the resulting changes in

the school programmes
¢ A plan for assessment standards (Wood, Thompson & Russell, 1981)
6.3.3 Stage 3: Implementation

Literature (cf. 4.2.10.6, cf. 4.2.3) indicates that the phase of implementing the

change involves the commitment of all educators to the innovation.

Implementation should occur at two levels. Firstly, the activities specified in
the INSET plan must be put into action. After the activities have been
completed, implementation occurs at the second level — putting into practice
the knowledge, skills or attitudes learned through the activities. The focus
here will be on implementation at the second level. An important factor in
successful implementation is the commitment of the educators to the

innovation.

If SSEs have been involved in selecting the topics and planning the INSET
activities, it is likely that they will have a higher level of commitment to
implementation. To enhance that commitment, however, Wood, Thompson
and Russell (1981) suggest that workshops be planned such that when
participants leave, they have a written plan for implementing their learning.

They also suggest that implementation occur as soon after the training as

possible.
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During the implementation stage, the focus is on change. To increase the

lit thoodt ct 1 will occur, SM ould Tine it

e Change is a process, not an event. Rarely is meaningful change in
instructional practices brought about through memos, directives or laws.

Change is a process that has to unfold; sufficient time is necessary.

¢ Change is a personal experience. Because it is personal, it involves
feelings, attitudes and frustrations. The effective supervisor attends to the

personal dimensions of change.

 The individual has to be a focal point in change. Although individuals are
part of groups, each remains an individual and his/her needs must be

addressed.
« Change entails growth and development (Hughes,M & Potter,D.2002:19).

Hall (1979) has identified five stages one goes through when adopting an

innovation:
» Awareness (“I've heard about the innovation.”)

o N tal (*'m interested in the innovation and would like to learn more about
it.”)

e Trial (I'mle ning how to implement the innovation.”)
¢ Adoption (*l like the innovation; | think I'll keep it.”)
¢ Integration ("l am able to practice the innovation without thinking about it.”}

Recognizing the stage at which a SSEs is functioning and providing sufficient
support and time for advancing through the stage is critical to the S&™
growth.

A key to successful implementation is a supportive environment. SSE’s must

feel free to elicit assistance from peers as they adapt and imp’ nent ideas in
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Appropriateness of activities/Strategies to

stated objectives

N/A

Quality of delivery

N/A

Usefulness of Activities/Strategies

N/A

Usefulness of materials

N/A

Opportunities for participants-presenter

interaction

N/A

Overall assessment standards of the

workshop or presentation

N/A

if any

response is U, please explain

Use this space to write suggestions and comments which you feel may be

important for planning and presenting similar services in the future.

Date:

Topic:

SMGD’'s Name:

Your

responsibility:
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B THE QUALITY OF TEACHING AS MONITORING TOOL

In a design for a teaching and learning programme to be used by SSEs for
learner achievement, most research indicates curricular framework as a driver
of change. This assumption is supported by Smith ef al. {1994} as laid down
by Mphahlele (1999:16) that curriculum frameworks are the drivers of

systematic reform. Emphasis is that:

INSET programmes should prepare SSEs to effect the implementation of the
curriculum. It is further argued that SMGDS should have the freedom within
the frameworks to interpret and implement instructional strategies. As they
are engaged in monitering the quality of teaching at schools, they must also
have the capacity of teaching at schools and to select, revise and develop

curricula materiais for use at their schools.

Research also indicates that aithough there are many existing INSET
programmes, the sum of all their efforts is still small by comparison with the
need. It is said that in South Africa INSET is nowhere near reaching a critical
mass, hence, there is an urgent need for co-operative INLLT strategies
(Ashley & Mehl, 1987:84).

It is assumed that important needs should be identified by the authorities and
served first through group consensus or surveys. Pellicer and Anderson
(1995:160) state:

An unfortunate yet enduring fact of life is that there will generally always be

more needs than there are resources to reach those needs.

In monitoring the quality of teaching at schools, it is important for SMGDS to
bring the community along. There is also a need for educators to be actively
involved at all times. There must be a creative spirit between SMGDS and

SEs in order to ach their common v on about 1 ach 1ot
(Mphahlele, 1999:186).
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C A CHECKLIST FOR EFFEC ..VE LESSON PRESENTATION

On the basis of classroom observation, the SMGD will check ‘Yes’ for those
items observed in the lesson presentation and ‘No’ for those items not

observed.
Selection of Resourc Yes No

Related to objectives

In keeping with abilities of [earners

In keeping with age of learners

Of interest to learners

Varied for individual differences

Accurate and up to date

Without bias or balanced as to biases

Easily accessible to learners

Without cost to learners

Selection of Strategies Yes No

Right of learners

Right of educator

Right for subject matter

Right for time availabie

Right for resources available

Right for facilities

Right for objectives
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Conduct of the Lesson Yes

General

No

Written plans present

Educator exhibits confidence

Educator appears to know where class is going

Communicates objectives to learners

Flow to the day's activities

Keeps learners on task

Learners aftentive

Misbehaviour

Materials and equipment on hand

Avoid unnecessary repetition of content

Beginning of lessons Yes No
Establishes setting

Middle of lessons Yes No
Lecturing

Learners mature enough

Learners developing listening skills
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Learners understand language
Evidence of advance planning
Supplemented with aids

Provision for feedback and follow-up

Learner participation

Continuous opportunity to express themselves

Use of license and nonverbal cues

Effective questioning

Higher-order questions

Probing questions

Divergent questions

Learners understand language

Avoid repeating gquestions and answers

Consumes only portion of lesson

Educator aware of affective learning

Provision for variation

Varies stimuli

Varies activities for the group

Varies activities for individuais

End of lesson Yes
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Provides for assessment standards
Assignment making

Assignment clear

On work done or learners' ability to cope

Anticipates difficult points

Differentiates for varying interests and abilities

Reasonable length

Necessary

Resources available

Uses more than one sensory channel

Achieve closure

The above programmes could be appropriate in improving educator
effectiveness in the TMED of the Free State Province, if implemented.
Following the above two monitoring tools, coaching of SSEs on how to plan

for the specific activities will be implemented.
6.4 CONCLUSION

This Chapter sets out to propose a model that can be used by Thabo
Mofutsanyana SMGDS for the provision of INSET to SSEs

The definition of a model, the nature and scope as well as its development
has been deait with. In particular, the model of INSET to be used by SMGDS
as providers was outlined with a built-in monitoring too! to assess the
effectiveness of SSEs. The need for SMGDS to pian for the assessment
standards of SSEs has been indicated. The model outlined the importance of
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involving SSEs to express their satisfaction with the activities, materials and
pra lu I N , 3 for tl._
participants of INSET activities to be distributed to SSEs was developed.
Lastly, the need for SMGDS as providers of INSET to conduct follow-up
assessment standards to determine whether SSEs are using what they have
learned in INSET programmes was emphasized. The final Chapter will
provide findings, conclusions and recommendations in connection with this

study.
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CHAPT™RS™V™N

RECOMMENDATIONS, MOTIVATIONS AND CONCLUSIONS

7.1 INTRODUCTION

This research was conducted with the aim of assessing the role of SMGDS in
the provision of INSET programmes for SSEs in the Thabo Mofutsanyana
education district of the Free State province. The main objectives of the

research were to:

¢ evaluate the role of School Management Developers with respect to their
role in the provision of INSET for SSE;

e evaiuate the effectiveness of SSEs in improving teaching and learning;

and

* design a model that can be used by Thabo Mofutsanyana SMGDS for the
provision of INSET to SSEs

The achievement of these objectives were sought through a literature study, in
SA and UK regarding the international provision of INSET for SSE. This
included information on the development and provision of INSET programmes
in the UK, similarities and differences as compared to South Africa. The
promotion and establishment of Education Resource Centres as places of
providing INSET activities throughout the nine provinces in South Africa has
been highlighted. The empirical investigation indicated in which areas of
INSET there is a need for further staff development at different secondary
schools within the TMED in the Free State. The findings of these processes

are summarized in the paragraphs that follow:

In Chapter One the background of the study and the problem statement
concerning the SMGDS as key provides of INSL., to SSEs was explained.
The objectives and method of research including the empirical research were

discussed. Furthermore, the division of Chapters was also outlined.
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in Chapter Two the description and definition of key terms in relation to the
theoretical and conceptual framework concerning INSET for SSEs were
provided. The influence of theoretical models of INSET contributing toward a
better understanding of INSET provision by SMGDS for SSEs was discussed.
Some fundamental concepts which are closely related to INSET were

unfolded.

In Chapter Three the study concerned itself with the role of LEAs in the
provision, development and implementation of INSET programmes in the UK.
In this way lessons were drawn from international experiences regarding the
use of INSET to help educators improve teaching and learning. The
relevance of INSET provision in the UK for the situation South Africa was

discussed.

Chapter Four addressed the provision of INSET programmes in South Africa.
The focus was on the TMED of the Free State province. It dealt with INSET
activities that are in operation in the Free State province as well as the role of
SMGDs in the process of increasing the knowledge and skills of SSEs through
INSET.

Chapter Five dealt with data gathering procedures analysis and interpretation
of data. Procedures adopted in constructing this investigation and instrument

used in gathering the data were dealt with.

Chapter six proposed a model for INSET provision, including a monitoring tool
to be used in TMED secondary schools. The concept ‘model’ was explained
and an example of a change list accompanying the monitoring too! was given.
The next section presents the findings and recommendations regarding the

stated objectives of this research.

7.2 MOTIVATED F~>OMMENDATIONS WITH ...GARD TO IMPROVING
Tk PROVISION, DELIVERY SYSTEMS AND MANAGEMENT OF
INSET PROGRAMMES

In order to improve SSEs' understanding of the National Curriculum

Statement, these educators have to be equipped with skills relevant to the
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Curriculum. In light of the literature and empirical studies, the foliowing

datic
RECOMMENDATION 1

The Thabo Mofutsanyana Education Department should continue to utilize
SMGDS as providers of INS T to SSEs.

MOTIVA..ON

The study has uncovered that SMGDS as provides of INSET to SSEs, the
implementation of the (N C S) improves dramatically. The major role of the
SMGDS remains that of providing INSET with an aim of improving SSE’s
teaching skills. According to the findings of this research, SMGDS spend
considerable time in planning, implementing and evaluating INSET
programmes aimed at curriculum implementation (cf. 1.1; 4.2.10.16; see also
5.5.4.8).

RECOMMENDATION 2

The TMED should design an assessment standards instrument to assess the
role function of SMGDS in terms of providing INSET. As IQMS is introduced to
improve educator performance, SMGDS should be trained to be effective

supervisors of the IQMS system.
MOTIVATION

There is often a need for refinement of INSET skills of SMGDS to enable them
to manage this field effectively. Because of the progressive nature of
education, SMGDS require continuous skills in new developments that are in
line with their scope of operation. 1QMS is one of the youngest areas that
have been adopted to improve and sustain educator performance and there is
a need for SMGDS to be trained to be effective supervisors of this system (cf.
4.5).
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RECOMMENDATION 3

Clearly, SMGDS need to provide a climate in which SSEs can be encouraged
to participle in INSET activities which have been designed to improve their
teaching strategies when dealing with adult learners. Knowledge of the
principles of adragogy will assist them to understand the science of aduit

learning.
MOTIVATION

The biographical characteristics of the S& ; in this study show that educators
are aduit learners who display a wide range of differences interms of age,
experience and gender. The invaluable conclusion to be made here is that
knowledge of ‘andragogy’ ought to inform SMGDS as providers of INS™ ™
activities about SSEs’ background (cf. 2.5.1; see also 5.5.1). This art and
science of helping adults to learn is an important ingredient to effective
teaching and learning at secondary schools. it can be safely concluded that
important principles which are relevant to SMGDS as providers of INSET to
SSEs can be extracted from the principles of andragogy. It is also clear from
the study that some SSEs are not well trained in NCS methods of teaching. In
line with the findings of the research conducted by Buchner and Hay
(1998.21), SSEs in this investigation have been found to be using their own

experience, including trial and error or untested teaching methods.
RECOMMENDATION 4

SMGDS should take the lead in initiating a financial model that will break the
financial barriers that prove to be a threat to provision of INSET. This calls for

reskilling of SMGDS in financial management and fund-raising skills.

MOTIVATION

The study focused on some theoretical models which are relevant to INSET
activities of SSEs. The review of these models confirmed the widely held
assumption that the involvement of SSEs in any stage of INSET processes is

a major concern. Moreover, the review highlighted some of the most important
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principles which underpin the provision of INSET planning. One of the

r o which SM~ 1 Id not Ic ght of  that I} ~of ;
depends on factors such as available physical and financial resources (cf.
5.5.2.9).

Financial management is implied in any effective INSET programme, a fact
that demands some level of competence and expertise of SMGDS. The study
has uncovered that there is no organized provision and management system
within the department to cater for INSET needs (cf. 5.5.2.9).

RECOMMENDATION 5

ten though the majority of SSEs strongly agree with the fact that they
receive training, there is still a need to make INSET accessil : even to those
schools that are too remote for regular visits by SMGDS. It is recommended

that SMGDs should visit all schools regularly.
MOTIVATION

SMGDS play a pivotal role in policy and training that concerns schools. They
should be able to co-ordinate all inputs into the schools in their circuits, deiiver
certain types of training like instructional methods (INSET for educators) and
support the improvement of academic quality. However, largely limited by
resource deficiencies, SMGDS tend to focus on schools near the district
offices (i.e. urban schools) and those with phones and faxes (c¢f. 2.6). SMGDS

should realize the importance of providing INSET to all S¢

Information regarding INSET activities should be communicated to all
secondary schools and SMGDS should ensure that principals are actually
communicating this to educators on time. There is also 15,19% of the
educators who seemed to be in the dark about the availability or non-
availability of this information. Once more, this reflects poor communication
between educators and SMGDS.
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RECOMM NDATION 6

For INSET to be effective, there is a need for more consultation by SMGDS so
as to ensure that programmes that are offered, address existing areas of
need. This consultative process needs to be extended beyond educators, as
other district officials such as Learning Facilitators (LFs) may serve to identify

more curriculum-related problem areas.
MOTIVATION

Many educators feel that they get ready-made INSET programmes. This is of
great concern because educators probably receive training on strategies that
they may not need in order to improve teaching and learning. The finding of
this research (c¢f. 5.5.2.2) indicates that SMGDS need to increase consultation
rates in order to provide relevant programmes. Bot (1986:15-16) agrees with
the statement that educators who are consulted about the INSET programmes

tend to improve their teaching skills
RECOMMENDATION 7

There is a need for SMGDs to strongly motivate SSEs with an aim of
increasing stimulation that they abide by their teaching obligations.
Opportunities for interaction among SSEs need to be extended beyond the

boundaries of Qwagwa to ensure a balanced provision of INSET in the TMED.
MOTIVATION

Hartshorne (1992:258) relates how INSET is indeed a critical factor in
achieving fundamental change in the quality of education in class as well as in
the school as a whole. For example, for educators to reach their objectives in
class, it must be influenced heavily by their involvement in INSET
programmes during which they are given training as to how to maximize the
use of existing resources at their schools (cf. 4.2.5). In this research, many of
the respondents strongly disagreed that INS™™ stimulates them to find out
more about their teaching obligations. This is of concern because to them the

[INSET received does not have any impact.
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This research also indicated that many educators do not share good practice
wi , it fectively. Tt indic ion v ot uc o do not
interact with educators at other schools (¢f. 5.5.2.4). This is an indication that
workshops for educators on the advantages of working together as

departments and colleagues should be encouraged.
RECOMMENDATION 8

INSET provision needs to be comprehensively utilized to improve the skills of

SSEs in the use of resources.
MOTIVATION

In this research a significant percentage of educators indicated that they are
uncertain about the training they receive on using resources. The learning
facilitator’'s help in this regard is urgently needed to improve the situation. A
further disturbance is caused by the fact that about a third of the educators
participating in this research indicated that they did not receive training on the
use of resources and that most teaching is still abstract and theoretical (cf.
5.5.2.5).

RECOMMENDA ..ON 9

There is an urgent need for a review of the budget allocated to SMGDS to

accommodate their INSET needs.
MOTIVATION

Lack of financial resources for SMGDS to enable them to provide more
effective INSET service remains a serious challenge. Comprehensive plans
will ensure that INSET planning is more effective as it begins with the big
picture and moves to the details (cf 4.2.8). A budgetary review is thus

essential to assist SMGD's in INSwy provision.
RECOMMENDATION 10

The District needs to be streamlined with the objective of exposing SSEs to

common quality programmes aimed at a balanced improvement of teaching
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and iearning that reaches out to all schools. For quality services of teaching
and learning there is a r  :d for the establishment of an INSC ™ model that will
provide a generic framework for a consorted service that addresses real

needs and rises above all barriers.
MOTIVATION

A growing number of specialists in leadership believe that principals should
concentrate their energies on working with individual educators in their
classrooms while SMGDS as INSET facilitators may guide HODs to follow
Goldhammer’s clinical supervision model (Oliva, 1993:477). In their analysis
of this model, Goldhammer, Anderson and Krajenski (1967:27) took the
position that in order to be helpful; a supervisor (SMGD) must have a deeper
understanding of teaching than the persons who seek help (¢f. 4.2.10.2; see
ais0 4.2.10.1; 2.6.3).

Any new strategy in teaching remains a well researched theory until it is
tested in terms of practical implementation in the classroom. Although one can
never be absolutely sure that a given procedure will work until it is tested in
the classroom, chances of success will be greatly enhanced if the SMGD and
the other role players invoived in INSET provision follow the same approach
when assisting SSEs to develop strategies towards effective teaching and

learning.

7.2 F ZOMMENDATIONS FOR FURTHER RESEARCH

7.4 CONCLUSION

The TMED cannot escape the problem of ineffective implementation of the
Revised National Curriculum Statement if it does not come up with a
programme to improve the SSEs’ teaching skills. The need for improving
SSEs’ skills necessitates active participation of SMGDS in the provision of
INSET to SSEs.
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SMGDS occupy a unique leadership position and exercise influence in
I ° -al, operational and ir ructional mat n INSET provision for

All achievements in terms of the quality of education will invariably depend on

the crucial leadership role of the SMGDS and their ability to provide SSEs with

effective INSET programmes.

Therefore, proper management of INSET provision programmes for S$ i in
the Thabo Mofutsanyana education district is important in order to attain work

standards of excellence.
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MOLOISW.F.  PHONE NO. : (058) 7130559 (H)
P.O BOX 14866  (058) 7184727 (W)

W.. 3IESHOEK  CELL NO 0722446829

9866

Dear Colleague

QUESTIONNAIRE SURVEY CONCERNING INSET IN-TEACHING
COMPE™*|CIES OF ""Es (Grades 10 — 12)

This letter serves as a humble request for secondary School Educators to
participate in a research project on district authorities as providers of INSET to

SSE. The objectives of the research are:

to evaluate the role of School Management Developers (SMGDS) with respect
to their role to provision of INSET for SSE

to design a teaching and learning progamme to be used by Thabo

Mofutsanyana SSEs for learner achievement

To be able to do this effectively, | need some information from you which will
be of great value. A summary of findings will be forwarded to you as

acknowledgement of my gratitude for your kind assistance.

Please respond to the questions in the questionnaire as objectively as

possible. Further, try to give your own opinion or views.

Be informed that the Free State _ducation Department's approval to

administer the questionnaire at schools has been sought and granted.
Thank you for your co-operation.

Yours truely

S.W.F. MOLOI
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APPENDIX D

MAP OF THE FREE STATE PROVINCE INDICATING THABO
MOFUTSANYANA EDUCATION DIS . RICT
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