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ABSTRACT

This study was influenced by the post-democratic ideals for a radical transformation of education

systems in South Africa. The various policy documents such as the South African Schools Act

(I 996), the Labour Relations Act (I995) and the Bill of Rights (1996) that mandate

transformation in education systems, aroused interest in the workability and success of

implementing these policies in schools.

The empirical study, conducted in the Scottburgh District of KwaZulu Natal, attempts to identifY

gaps between transformatory policy directives that call for stakeholder participation, and

management and governance practices within schools. Data was solicited from a sample

population of teachers by means of questionnaires Both open and close-ended questions were

used. The open-ended questions were aimed at verifYing the findings that emanated from the

quantitative data

The observations made by teachers of school management practices, are reported An analysis is

also made of the relationship benveen the principal and the pupils, the teachers and the governing

body. The following are ret1ected as key findings which emanated from the empirical study

•

•

There is a general lack of knowledge by educators and parents about both ne\\ education

policy documents that are emerging such as the South African Schools Act (1996). and

local school poliCies that are to be implemented \\';thin specific schools

While the South African Schools' Act of 1996 calls participation of parents in policy

decisions, more than 20% of the educators indicated that parents do not participate in

decisions about, among others, the school's constitution, the learners' code ofconduct,

the admission policy and the school's budget.
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* Findings from responses to various questions indicate that there is no adequate

information-flow between school governing bodies and the staff members.

From the findings, it can be concluded that although it cannot be categorically stated that schools

are implementing policies participatively by involving parents, learners and educators in the

decision-making processes, a significant percentage of schools are incorporating relevant

stakeholders in the management and governance of schools.

The study concludes with a consideration recommendations which could lead to an improvement

of stakeholder participation in the management and governance of schools
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SAMEVATTING

Hierdie studie is gemotiveer deur die post-demokratiese ideale vir 'n radikale transformasie van

onderrig sisteme in Suid-Afiika. Die heidige beleidsdokumente soos die Suid-Afrikaanse Skole

wet (1996), die Suid-Afrikaanse Arbeidsverhoudinge Vet (1995) en die Handves van

Menseregte (1996) wat die transformasie van onderrig onderle, het belangstelling geprikkel in

die werkbaarheid en sukses van implementering van beleid in skole.

'n Empiriese studie is in die Scottburgh distrik van KwaZulu-Natal ondemeem om die gapings

tussen tranformasie beleid en die implementering daarvan in die praktyk bloot te le. Daar word

veral klem gele op belanghebbende deelname en bestuur en beheer megarusmes binne skole

Data is deur middel van \-Taelyste ingesamel vanuit 'n proefgroep van ondernysers en ander

deelnemers in die onderrigsproses Beide geslote en oop\-Ta word inges\uit in die vrae\ys Die

oopeinde VTae is gebruik ten einde die bevindings van die ondersoek te kontroleer.

Die hoofbevindings van die studie toon dat

•

•

•

Daar algemene gebrek aan kennis is, by beide onderwysers en ouers, oor die nationale

onderwysbeleidsdokumente soos die Suid-Afrikaanse skoot wet, wat nou le v'erskvne

kom en plaaslike onderwvsbeleid wat spesitiek in skole geirnplementeer moet word.

5005 die opstel van 'n skoolkonslitusie.

Terwyl onderwysbeleid ouerdeelname vereis in beleidsformulering en -implementering.

toon meer as 20% van die onderwysers in die ondersoek dat ouers rue deelneem in

besluite soos die opstel van 'n skoolkonslitusie. kode vir leerdergedrag.

skooltoegangsbeleid en die skooi die begroting nie

Daar is me doeltrelfende en effekriewe inligtinguitruil is tussen die skoolbestuursliggaam

en skoolpersoneellede is me.
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AI kan daar nie kategories verklaar word dat skole onderrigsbeleid volgens inklusiewe deelname

beginsels implementeer nie is daar tekens dat 'n groot persentasie van skole wel beleid probeer

implementeer .

Die studie word gesluit met voorstelle wat kan lei tot 'n verbetering in belanghebbende

deelname in die bestuur en beheer van skole.
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Partidpa!ive Management and the implementation ofselected edJlcation polU:v documents in KZN schools 1

CHAPTER ONE: ORIENTATION

I.l INTRODUCTION

Recent education policy documents, in South Africa, have announced vanous systemic

transformations in the education sector. The Education White Paper 2 (1996) issued by the

Department ofEducation and Culture, indicates transformation in the organisation, governance

and funding of schools The J\fjnister of Education, Professor S.MT Bengu, states in the

introduction to this document that education in the past was ' .. a legacy of the apartheidlysrem,

and must be rransformed in accordance wirh democralIc values and practice, and rhe

requlremenrs of the Constitution' (1996: 2) In his introduction, Professor Bengu highlights

,.... the developmem ofcapacity for school/eadership and gOl'emance throughout the country. "

'The recent crisis in education, enunciated in wide-scale media reports, has been fuelled by, iluer

alw, a perception in schools that they lack the resources, both human and material, to implement

policv directives effectively. Retrenchment and retirement packages offered to senior teachers,

resulted in the loss of many of the effective leaders and experts required to facilitate

rransformation in schools Capacitv building programmes to replenish the loss of leaderspjp and

expertise appear inadequate to meet the current demands \Vide-scale media reports indicate that

provinces are not coping with implementing educational transformation. In one such report.

namely. llre Teacher, Ratishitanga (1997: 2) reflects on the lack of capacity by provinces to

Implement transformative policies

The White Paper ( 1996: 1.4) acknowledges the urgent need for capacity-building for school

management and governing bodies. It further proposes a 0;ational Education Management

Training Institute within a year

See media repom./or example, in rhe January 1998 editIOns o(The Aferctlrl' on 'Parent
and Union Opposition to The KwaZu/u J'iara! Fd"caflon Department 5 New AfanJgemenr
Plan' and arricles in The Teacher. Volume 3. Number I January 1988 Chaos and
Confil5ion .and Parei1lS lip in Arms..
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'The preparatory work for the establishment of a National Education Management

Training Institute is under way. The Council ofEducation Ministers has endorsed the

project, to service national, provincial and sub-provincial management and governance

needs. The new institute is intended to become the centrepiece in a national strategy to

raise the quality of leadership in public schools and in the support services proVided to

schools by provincial education departments, especially at district level. It would be a

mistake, however, to allow the institute project to deflect attention from the immediate

needfor capacity-buildingfor school management's and governing bodies. '

There is no evidence that this institute has however, materialized This study empirically

investigates management and governance practices in selected primary schools in KwaZulu 'iatal

by means of the research questionnaire instrument (cf Appendix A). Participative management

will be used as a theoretical framework in interpreting and evaluating current school management

practice and governance. This theoretical framework will also be used to draw conclusions and

make recommendations based on the research findings of the empirical study

1.2 BACKGROUND OF THE STUDY

In order to conte"'\ualise this particular study, it becomes critical to understand the history of

educational management structures in South African society and how these are shaped bv SOCIO­

political policies and practices. Furthermore. to understand properlv how formal schooling served

to help maintain the highly hierarchical social system in South Africa and concurrently sought to

acculturate subordinate groups into acquiescence, it becomes necessary to provide information

on the entrenchment of inequality in education.

1.2.1. Ple-democratic education management policies structures and functions

Robertson (1973: ii), in his srudy entitled Education in South Africa: A study in the mfluence of

ideology on educational practice. exposes the pre-democratic South African government as
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'a regime of totalitarian right which is [was] methodically fashioning South Africml

society in lerms ofan ideology comprising two basic, interrelated elements - apartheid

(segregation) and baasskap (while domination).'

Robertson's research shows that education in South Africa was predominantly shaped by policies

developed exclusively by government officials and education agents of the status quo. 'The

exclusive government responsibility for policy directives are confirmed and exposed by apartheid

critics in a variety of literary sources. \Vhile education policy formulation may be a challenge for

developing countries, it was a feature that propagated apartheid education in South Africa

Porter and Hicks (1995: 12) argue that because, in developing countries generally. public officials L.---'"

are much more influential than other stakeholders in policy formation. respective policies tend to

be informed predominantly by expertise contained in governmental circles This means that policy

communities are largely made up of government technocrats together with researchers based in

public sector institutions such as universities, training institutions, schools etc.

Pampallis (1993 2) concurs with this view and argues that the state has an advantage in any

negotiations to restructure a ne\\i education system. The reason for this. he elaborates, is that it

controls the education system and is in a position to make changcs which will promote the tyPC

of education svstem that it wants 10 create in the future. It is generally accepted that the qualit\

of an institution does not exist independently of the wider system in which it is located

Predictably. theretore. the system inevitably contributes to the tvpe of institutions which comprise

it

According to Roberts (ibid), in South Africa, the government maintained 'a position ofcomplele

political and economic dominance.' It thus made use of the ad vantage of its dominant status by

engaging in what is often referred to as a 'unilateral ,estructuring' - so called because the

government undertook it without consulting key educational stakeholders. It is no surprise,

the,etore, that the South African education system comprised of fifteen separate departments of

,
Christ/e. in The Rif!hi ia Learn (1985) proVIdes al1 !I1depth. cnt/cal analysis or the
aparrheid education system in South Afnca.



Participative Management and the implementation ofselectededucation policy documents in KZN schools 4

education, linked tlrrough weak co-operative arrangements and separated by marked imbalances

in resource provision (Christie, 1985; Dekker & Lernmer, 1994).

According to the National Education Policy Investigation (NEPI, 1993. 13), these inequalities

coincide with the ethnically fragmented structures of controI centred on 'own affairs' departments

of education answerable to the White, Indian, and Coloured chambers of the tricameral

parliament, while African education fell under the Department ofEducation and Training (DET)

and a further ten departments responsible for education in 'homelands' The Department of

National Education (ONE) played an overall co-ordination role.

The form of education governance in South Africa, according to the National Education Policy

Investigation (1993 210), can be described as a system ofsystems. differentiated on the basis of

the racial, ethnic, and regional divisions ofSouth African society Evidence, provided in the NEPI

report (1993: 13-24) indicate that the differentiation of the systems of governance affects the way

they are managed An examination of one of the education departments. namely, the Department

of Education and Training (DET), is necessary to illustrate

'hmr It hns re51dted in the destructIon, distortion or neglect of the hllman potential of ollr

COlintry, irith devastating consequences .(or social aild ecoll(}j77ic development .. !..Hld

more IInportantlv / hmr! apartheid education and its aftermarh of resIstance had

destroved the ClIllUre oflearning lI'l/hin large sections ofour commllllllles, leadl!lJ! 1/1 the

Horst-atfected areas to virtual breakdown of schooling and cOlldllions of anarcJ~v ill

relatIOns between students. teachers, principals, mId the educa!lOl1 authorities. '

African National Congress (A.l'\'C) Draft Policy Framework
for Education and Training (1994 2)

This backdrop, while not uniquely applicable to Bantu Education, will lend support for the need

to reconceptualise educational management and governance in schools The ANC policy

framework (1994 2) emphasises that
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'the challenge we face ." is to create an education and training system that will ensure

that the human resmlrces andpotential in our society are developed to the full, It is the

challenge posed by the vision ofthe Freedom Charter: to open the doors ofleaming and

culture to all',

1.2.1.1 The Bantu Education Act No. 47 of 1953

According to Christie (1985: 78), after the accession to power in 1948 of the National Party,

education in South Afiica was structured on apartheid ideologies Robertson (1973 ) provides an

account of state automony in tenns of managing the systems of education in South Africa.

MOITmv (1990: 142) concurs that the state bureaucracy in South Africa had enonnous power in

the realm of schooling. He states that it shaped and controlled schooling with all the conviction

of a righteous ruler 3The state's autonomy was thus, legitimised through the adoption and

implementation ofthe Bantu Education Act No. 47 ofl953.

Evidence given by Robertson (ibid) infer that education was consciously and explicitly used as

an instrument for furthering the objectives enumerated in a document drafted by Afri kaner leaders

in the forties, entitled \Ianifesto tor Christian National Education. It was preciselv this document

that dominated educational theofY and practice in South Africa. The Manifesto IRobertson, 1973

115) stipulates the three principles below that ',,-ere to be followed in the educarion of black

people

•

•

•

that the education must be of a 'special kind', adapted for the distinctIve characteristics

of the black people;

that it must be in the vernacular and;

that it must not be paid for at the expense of the whites.

3 Rose and limmer (lY 75) prm'ide lIsejil! documents In South Ajncan ed"calIon relanng
parriC1llarly to the penod 1910 to 1970. such as, the Banru Educnnon Acr S" -17 of I 953
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The National Education Policy Investigation (1992: 6), indicates that the objectives of the

National Party were segregation, differentiation and unequal education for different racial groups,

and political control over all education in the interests of Afrikaanerdom. According to Behr

(1984: 165), the Bantu Education Act drew heavily on recommendations by the Eiselen

Commission which began with the premise that a distinction should be drawn between White and

Black education. Hence, government policy was compatible with the proposals made by the

Eiselen Commission, as clearly spelt out by the words of Dr Hendrik Verwoerd in his infamous

speech to the members of Parliament in 1953 whereby he pronounced the follo'Wing

'It is the policy ofmy Department that Bant" FAiucation should have lis roots entire~v in

Native areas and III the Narive environment and in the Native commul1ity. Bantu

educatIOn must be able to give itself complete expression. and there It H'lll have to

perform its real service. Ihe Bant1l must be guided to serve his mm commul1itv in al!

aspects. There IS 110 pl'1Ce for him in the European community above the Inel ofcertaltl

forms oflabour. WIthin his 01<:11 commlmity. however. all doors are open. For that reason

it is ofno muil for him to receive a training which has as ifS aim absorptlOl1 mto the

European community, while he cannot and will not be absorbed there. ('l-' till now he

has been subjected to a school system which drew him awayfram his OWI1 community

(referring to mlSS1011 schools) and practlcalh misled him hv shml"mg hlll1 If,,: grel!n

pasllIres of thl! Europwn hut still did 1101 allow him to gra::e there. !illS arwude is 1101

onlv IIIleconomlc hecause money is spent on education which has 110 speCific Llllll hw It

is even dishoJll!st 10 continue with it. '

(Belli, i 9S-l ) (, i

These words reflect that a covert policy of disempowerment and dehumanization of a certain

sector of the South African people, namely Blacks, was to be entrenched. Clearly, members from

different racial groups were prevented., by means of government policies, from working together

to manage the education system in South Africa. Nkomo (1992: 2) avers that Bantu Education

was the prelude to the gross disparities in our present educational system and highly successful

in achieving its nihiIistic obj ectives, namely:
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•

•

•

•

*

to produce a semi-skilled black labour force to minister to the needs of the capitalist

economy at the lowest possible cost, and earlier on, especially after the introduction of the

Bantu Education Act, the Coloured Peoples' Act, the Indian Peoples' Act, it was intended

to prevent competition with white workers;

to condition black students so that they can accept the social relations ofapartheid as

natural, that is, to accept the supposed superiority of whites and their O\\iTI 'inferiority';

to create a consciousness and identity accompanied by a sense of 'superiority' among

whites;

to promote the acceptance of racial or ethnic separation as the 'natural order of things' ,

or as an arrangement better suited to 'South Africa's complex problems of national

minorities that can only be solved through the separation of the races or ethnic groups',

to promote black intellectual under-development by minimizing the allocation at

educational resources for blacks while maximising them for whites.

The above objectives were successfully achieved because as Behr (1984 167) argues. [here had

never been any active participation of Blacks in the control, inspection and supen/lsion of

substantive school issues. Teachers, pupils and parents were alienated from meaningful

panicipation in the management and governance of their schools. Behr (ibid) proffers that qllasi­

participative structures were prescribed to create the illusion of stakeholder participation Some

of these structures are discussed below.

(a) School Boards

To ensure 'active participation' of parents in matters affecting the education of their children,

Bantu local authorities such as School Boards and School Committees had to be created The

transfer ofcontrol ofschools to these School Boards and Committees, according to Behr ([ 971

397) was subject to 'the threefuld test of cash, competence and consent' which implied that they
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were able to collect school fees, capable of administrating schools and they were acceptable to

the local inhabitants. Behr and MacMillan (1966: 47) cite some of the functions of the School

Board as follows:

*

*

*

*

*

*

the appointment of principals and teachers - no appointment could however, be finalised

without the approval ofthe Secretary ofthe Department as a whole;

the maintenance and control of schools under its jurisdiction;

the allocation, control and maintenance of school equipment;

the investigation ofcomplaints and the supervision of the finances of school committees,

the control and giving of advice on future building programmes,

in the event that there \vere insufficient schools in an area which warranted the

establishment, the board could set up one.

(b) School Committees

The Bantu Education Act also provided fur the establishment of School Committees in

accordance with government policy which emphasized that since the school was an inregral part

of the community, its control had to be entrusted to Black people at all levels. According to Behr.

(1971: 407), the school committee was, inter alia, responsible for

*

*

*

instituting and controlling school funds;

maintaining school buildings and grounds;

erecting new buildings if deemed necessary;
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*

*

giving advice to the school board on the functioning ofthe school or schools under its

aegis;

the appointment of efficient teachers;

expelling pupils when necessary.

On close examination ofthe above management responsibilities, it becomes evident that there was

a neglect of opportunities for meaningful stakeholder participation in institutional management

and governance of schools. Christie, (1985 128) claims that the strategy of national (the

department), regional (school boards) and local (school committees) levels of management allude

to a top-dO\~n, prescriptive mode of educational control, thereby, enabling the government to

keep tight control over the entire educational system. Hence, power and control of education

were vested in the hands of government bureaucrats.

12.12 Mechanisms for the implementation of Bantu Education

(a) Hierarchical management structure

'iotwithstanding the fact that the Department of Bantu Education neglected to define policy 111

relation to the principal's managerial role. the protracted success of institutionalizing [he Bantu

Education Act depended upon, among others. the e:-..'1ent of the institutional managers' co­

operation, loyalty and commitment to government enactments. Together with his deputy and

heads ofdepartment, they made up the school management team which was responsible for the

organisation., supef'.1sio:l, conduct. control and reputation of the school

'It must be emphasised that the pronoun 'him' is used deliberately here, to allude to traditional

education policies which placed men on the top of its priority list for senior management posts.

The rest o/the study Hill use [he pronoun "him "jar the purpose ofcilscursive convenie.'1ci!
and him' will therejiwe re/er to both sexes.
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This policy was not necessarily limited to Bantu Education. With reference to this androcentric

policy, Dekker and Lemmer (1994: 22) claim that although 70% of all black and white teachers

are women, they are under-represented in positions of educational management, such as

principals, senior teachers and inspectors.

The philosophy ofBantu Education as expressed by the then Prime fvlinister Mr B.J. Voster was

that 'Native education should be controlled in such a ...ay that it should be in accordance with

the policy ofthe state' (Robertson, 1973: 159) It became the principal's duty to ensure that the

policies of the state were successfully implemented. In terms of this, Christie (1985: 136) argues,

that the principal was placed in a contradictory position which made his choice of management

style more difficult and confusing. She describes this double position as follows

*

*

On the one hand, they are the employees of the government. They are responsible for

carT)~ng out the government's education policy

On the other hand, teachers (as well as principals) are also workers and members of the

society. They have to struggle for better pay and working conditions. Many of them are

against the apartheid system. and want social change.

Recorded debates of the House of Assemblv (1959. 83 19-9) ret1ect that

'The BamIJ teacher mJlSf he integrated as an active agem ill the proces\ 0/ fhe

development of the Banfll commlllllfY· He must learn not to/eel abOl'e hiS commlllllfV

with a consequent desire to become mtegrated illlo the l[re of the European commun!f\' .

Hence, strict control over the env1.roI1l-nent, through the employment of an autocratic ITlaIlagement

style became the norm in order to ensure conformity by teachers and pupils, to rules and

regulations prescribed by various enactments. Inevitably, the hierarchical structures of the ruler

and the ruled evolved. The complexity of this top-do\\TI chain of command should not be

underestimated because the undercurrent, as scripted by Chrisrie (1985), of tension, despise. non­

compliance, and manipulation. etcetera. '.vithin the institutions made management more
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problematic.

Evidence from the 'Principals' Handbook indicate that corporal punishment was to be used as

a mechanism for controL Thus, all rules and regulations laid down by the principal had to be

strictly adhered to. Inevitably, the consequence of breaking a rule, was discipline from without

Dekker & Lemmer (1994: 22) cite Morrel (1992) who acknowledges, for example, that in white

schools girls were exempt from corporal punishment, however, black schoolgirls were beaten

regularly.

The morality of implementing these disciplinary policies was seldom an issue for open discussion

at meetings because the teachers themselves used corporal punishment as a mechanism fur

ensuring student obedience and discipline Ledwaba (Sunday Times 1998), a principal of a school

in Northern Province for example, admits that teachers have used and are still using corporal

punishment. \\'bile he acknowledges that 'corporal punishment is barbaric', in the same breath

he confirms that 'teachers are not trained to deal with dIScipline withollt it.'

Parents rarely intervened on such occasions because 6regulations, prior to 1994, allowed teachers

to administer corporal punishment Although the policies indicate that punishment must be

reasonable, the lack of departmental poliCles to protect children from the abuse of harsh physical

punishment by educators made it diftIeult for parental intervention in this regard

(b) Classroom management

The teacher's role as manager within the school, was marginal since teachers were excluded from

decisions about policy at national, provincial and schoolleveIs. The Dailv News (February: 1971)

reports that the then Director ofEducation acknowledging that parent-teacher association do exist

in a few areas but are not permitted to participate in any way in departmental affairs. He is

reported to having emphasised that it is not proper that teachers should sit on committees that

DET Schools received these Pnnclpals Handbooks as a depanmenrai guideli'Le fl>r
school management

6 See Govemment Notice R70.J vrAfarch 1990 as /i"ther evidence In this regard.
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deal with the department and the administration concerning matters sometimes affecting the very

school at which they teach.

Teachers however, assumed leadership roles in the didactic situation where their main focus of

attention was on daily lesson preparation, the dissemination ofchunks of prescribed syllabi, sound

record-keeping and the management of the classroom environment for developing pupil

conformity and discipline In New Natioll (1969) for example, it is noted that:

'the schools... are obsessed with examinations and qualifications.. .pupils are crammed

with everything they can be crammed with. There is no time for argument, discussioll,

concem with intellectual growth. Teachers who have an affection and regardfor their

sulyects and believe in their deeper educational values can become rapidly

disil!usioned ..parents and authorities on(v really demand one thing - good examination

results. '

Hence, teachers played a significant role in creating a culture of formality and acquiescence in

schools. Success or failure, as perceived by the (lllthoritarian inspectorate was primarily measured

by the teacher's diligence at record keeping, maintaining pupil discipline and the pass rate of their

pupils at the end of the year The same report above indicated that

'Authoritarian inspectors visit the schools and demand conformity to what are IIslIallv

narroll'(v conceived teaching method~ and approaches. Their aUJlude strips (1W(1)'

whatever vestiges ofprofessional dIgnity and independence might remain Illeyare the

agents, appOinted by society, to see to IIthat there is conformity. ,

The dominant view vvas that education is concerned essentially vvith subject instruction and

therefore pupils had to be attuned to examinations School level management incorporated regular

inspections of lesson preparation, mark books and so forth, by the principal to ensure teacher

accountability, not to the pupils or community, but to the principal. Hence, teachers adopted the

technicist approach to classroom management whereby pupil participation became limited to

conformity with rules and regulations According to the NcPI report (1993 25), departmental
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inspection in black education has been closely identified with the enforcement of a rej ected

curriculum.

(c) Teaching CQntent and methodology

One Qfthe first steps taken after the passing ofthe Bantu Education Act, was the introduction of

the vernacular Bantu languages as the medium of instruction despite the strongest Qpposition from

parents and teachers Although there were several reasons for the insistence on mother-tongue

education in the Department of Education and Training (DET) schools, RQbertson (1973: 165)

identifies the three most significant as follows

•

•

The projection of the Afrikaner's anxieties tor his own language, which he sees as being

intimately bound with his nationalism.

The desire tQ incarcerate the blacks within their tribal culture, ostensibly because the

culture is presumed to have great intrinsic merit, in fact because the "unwestemized",

tribalized black man is no real threat to Afrikaner hegemony.

The desire to divide the black population into a series of'narions' - each "iTh a volk on

its 0\\11, with its owm proud culture. A divided black population, lacking the h!H!1IO franca

of English and the consciousness of its common condition, is more easily ruled

Clearly, the implementation ofthe above policies bear testimony to the alienation of recipients of

education, from decisions about curriculum matters According to Kallaway (1984 89), the

school syllabi stressed obedience, cornrnunalloyalty, ethric and national diversity accepted of

allocated social roles, piety, and identification with rural culture. Education became a tool to

impose a particular epistemology on a society that had no bargaining power with the state. In

support of this, evidence from the terms of reference to the 'Eiselen Commission indicate that

When [he Nationalist Party rook oj]ice. [he E[seien Commission was appOinted In

January! 9-19 {O report on the re-orgamsatwn o/Mad educarion.
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'... the training of Native teachers should be modified in respect of the content and

proposed principles and aims, and to prepare Natives more effeclivelyfor their future

roles.•

According to the NEPI report (1993: 76), teacher education under apartheid, focused on

fundamental pedagogics and its part disciplines and played a divisive and hegemonic purpose. It

became the professional duty of teachers, to familiarize themselves ,;;-ith the contents of the syllabi

in order to ensure that the correct infonnation is passed on to the pupils. The prescribed textbooks

were used as a mechanism to ensure that schools were delivering the proper messages to the

pupils In a newsletterofa teacher union, namely, the National Education Union of South Africa

(NlJEUsA), the following is stated:

Education plays a large role in the process through which people come to accept the

value ofthe current social order. South African history IS largely taught from the white

perspective,for example, students ofGeography are taught that racial differentiation of

residential areas is natural. '

Christie, 1985 135

It is evident that a unidirectional teaching method was the dominant mode of classroom activity

With reference to the 'hidden curriculum' as described by Christie (1985 123-155). it can be

stated that pupils were not given the opportunitv to manage their own learning in ternlS of what

they perceived as relevant and relative to their lifeworlds. Parents too, as indicated above. were

denied the opportunity to im1uence the curriculum. 'An educationist. namely Jantjes (1998: 15)

reminisces about her 42 years of teaching in South Africa in the following way

'The concept ofteaching ... was to simp~vcOIn'ey knowledge to the leamers in the classes

1 tallght. 1, the teacher, talked while the learners listened I was the possessor of

knowledge and m):passn:e learners were the recipients ofthat knO',vledge - subject matter

which [was told their "empty" mind~ needed to be filled with ill order to pass their

examinations at school..

,
Jantjes's 'concept afteaching' IS reflective ofthe rype ~fteaching rhat was adopled to
implement Bant" Education.
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Pupils thus, became totally dependent on the teachers for educational information. The' chalk and

talk' strategy ofteaching gave support to the prescribed text-books and became the pedagogical

means of promoting a one-sided view of reality.

The failure to implement a balanced cumculum that regards all types of education (subjects) as

equally important, is a failure to provide what the primary pupils go to school for: a general

formative education. As indicated above, teachers were required to use methods consistent ""ith

the view that education is about the accumulation of knowledge (information) found in specific

text books. Such methods of teaching prevent the learners from interacting with each other and

impairs independent participation in the learning en..ironment Hence, schools become in Illich's

words:

'repressive mstiWtions which indoctrinate pupils, smother creatIVIty and Imaglllatton,

induce conformity and 5t11pefy 5tudents into accepting the interest of the powerful..

The pupil has little or no control over what he learns or how he learns it. He is simply

instructed by an cmthoritarian teaching regIme and, to be successful must cOliform to its

ndes. '

Haralambos, (1987: 187)

The pupils tend to believe that their roles are a natural consequence of the minority status ascribed

to them in the school milieu. In Kelly's (1995) view, claims for certainty of knowledge in any

sphere, are impossible to substantiate and are politically dangerous and life threatening to

democracy Such claims in the realm of human values. he argues, offer dangers that are

immeasurably greater.

This situation supports what can be conceptualized in Postman and Weingartner's (1971: 82)

words as a 'vaccination theory' ofeducation which regards a subject as something you 'take' and

when you have taken it, you have 'had' it and ifyou have had it, you are immune to it and need

not take it again. This theory prevents children from questioning. Above all, children do not think

The message is communicated quietly, insidiously, relentlessly and effectively through the

structure of the classroom. Pupils are thus reduced into objects ofmanipulation who are socialised
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into marginalised roles of passivity and silence.

Since the syllabus was designed by a specific minority who denied stakeholder participation in its

conception, the subject matter failed to reflect the cultural background of those for whom it was

designed. ft expounded on topics completely alien to the existential experiences of the pupils and

played a key role in distorting reality in order to conceal the truth. Freire (1972) regards such a

conception of education as suffering from a "narrative sickness' . He objects to such education

and regards it as 'dehumanising' and "enslaving' education that attempts to control thinking and

action. Bindman (1988) and Christie ( 1985) concur that the Bantu Education Act of 1953 was

designed to equip black children for the menial role which the apartheid system assigned to them.

(d) The prefect system

It may be argued, that the prefect system gave pupils recognition beyond the said minority status

mentioned above. This may be true, but on closer analysis, it is revealed that the prefect system

was a strategy used by management to coerce pupils into conforming with the rules and

regulations of the school at large. The following quotations from Christie (1985. 135) alludes to

the dissatisfaction of the prefect system.

'Ihe prefecls lt1 Ollr school real(v lake Ihlt/g, loo/ar. fhet'Jllsl do the prtIlClpal',' dirty

llork - they are like Ius servants, If we dOli 'I come Hlth proper school /eI'sen, rhey

conliscare Ollr jerseys. Sometimes. we net'er see them agol/l .

Alexandra student, 1983

It is ob\~ous that there was a lack of pupil-participation with regard to decisions about the

learners' code ofconduct. No meaningful dialogue or discourse between the prefects and prefect

masters appear to have taken place to allow pupils the opportunity to discuss, school attire, extra­

curricular activities etcetera.
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Furthermore, the non-democratic way in which prefects were selected created a sense of injustice

and despondency among the other pupils. The following statement is a reflection of the

undemocratic way in which prefects were selected:

'There's a big difference be/llleen prefects and SRCs. SRCs are elected by students.

Prefects are chosen by the staff. So, I mean, SRCs are responsible to us, man. We call

have some control over them. And they can organize and get things going, mWI. '

Cape Town student, 1983

The prefect system failed to give pupils the power to choose their own representatives More

often than not, they were selected by virtue oftheir academic achievements rather than by their

leadership potential, panache or reppoire with the other pupils The prefect system cannot be

compared to a student representative council because duties were performed in the interests of

the teachers and the principal and not for the interest of the school as a \vhole. Learners were not

given a platform from which educational issues, involving the pupils directly or indirectly, could

be discussed

(e) Lack of parent participation

[t is no coincidence that the parent is placed last tor discussion on implementation of Bantu

Education Research indicates that parents had very linle say in what happens in schools [he

NEPl report ([992: 164), for example, indicates that the education governance system failed to

accommodate parents, teacher, students and other key social forces in the governance process.

Contact between educators and parents was limited because structures to incorporate parent

participation in the education of the child was almost non-existent The school's functional task

of educating the pupil as well as its administrative task "ith regards to plans. budgets and policies

were, thus, beyond the jurisdiction of the parent component The N'EPI (1993 182-183) reports,

confirm that 'parents hm'e had little say 111 what happens in schools... alld the disenfranchised

majority hm'e had no parliamemary representation through which to respond tu the

presentations ofeducation bills. '
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Principals and teachers had unopposing authority to manage school affairs. Community wants and

needs with regard to education were thus ignored. The acceptance, by parents, of their non­

participatory role in the education sphere stems from two factors. "Firstly, black parents were

themselves recipients ofapartheid education which predisposed them to believe in the authenticity

of the teacher's authority. This perspective made them more receptive to what the professional

has to say about how, when and where children learn. Secondly, because of the teachers

professional training, they were respected as very powerful figures who possess a reservoir of

expert knowledge and the 'know-how' as far as the teaching methods are concerned

Hence, the skills and expertise of the child's primary educators, vi::. the parents. become

inconsequential, not only to the educational fraternity, but also to the parents and their children

as well. The cycle of disempowerment therefore, continued when the recipients of apartheId

education became passive parents who were socialized into believing that they have nothing to

contribute to the education of their children

(f) Unequal and inadequate resources

In 1945, the National government assumed full responsibility for financing black education.

However, it became Nationalist dogma that the fixed grant from general government revenue was

not on any account to be increased and that all or any further increases in expenditure on black

education should come from the black people themselves through the poll tax

In the Star (March: 1972) the deputy Minister, namely Dr Piet Koomhof announced that

'The Balllu must to all increasing extent contribute towards his own education. .. Ihe

principle is that the Bamu should, in the main. accept re.\poil5ibility for their own

education sen'ices. '

9 Swnsdcs taken from the Sourh African InstinLte for Race Relanom. as ctled by Christ/e
(1985: J12), indicate that the greatest percentages oflillterate people are Africans.
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No other population group was burdened with the requirement to make its own contribution to

education through special taxation. Education for whites was free and compulsory but education

for blacks was entirely voluntary and organised on a fee-paying basis. Thus, the poorest section

ofthe community was obliged to make the greatest sacrifices for what has become the very worst

education system in the country. The racial hierarchy of unequal provisions are illustrated in the

table below:

CO:\IPARATIVE EDUCAnON STAT1sncs White Indian Coloured African

1989 education education education education

(DET)

Pupil-tea-cher ratios Ll9 1:22 \..,-. IAI~J

Undt."'T-qudlitieu teachers (less than Std. 10 piLL;; a]-

year teacher 's L:crti.J::lcat~) O~O 2% -\.)iJ."() 52~~o

Per capita e\.-penditure including capital e~penditure R3082,OO R2227,01 1-<.1359,"78 R76.\.7J

Std 10 pass rate 96% 93,6% 72, 7~'0 40.7%

Kallawav. et a/. (199 7 85)

It is covertly evident from the table above that different spatial, politicaL SOCIal and educatlonal

paths were carved for the four major 'race' groups (Black, White, Coloured and Indian) as

categorized in the Population Registration Act of 1950 The unprecedented spate of demands for

equity in educational provision tor all South Aliicans emanate generally trom the discriminatorY

apartheid policies and specifically from the Bantu Education Act of 1953.

1213 Grappling with policy alternatives

The wide-scale rejection of apartheid education triggered off a number of education reform

initiatives by various education authorities in South Africa. These refonn initiatives will be

discussed in the ensuing paragraphs.



Partidpative Management and the implementation ofselected educatWn poliry documents in UN schools 20

(a) The De Lange Commission: 1981

In 1981 the government set up the De Lange Commission to conduct an in-depth investigation

into education and to make recommendations for an alternative education policy for South Africa.

The De Lange Report (1981) recommended a single ministry ofeducation for all, education of

equal quality for all, and a changed schooling structure (Christie, 1985 56).

According to the NEPI Report (1992: 2 I) on human resource development, the commissioners'

views concerning the curriculum were essentially anti-academic. They stressed the irrelevance of

academic curricula and argued that vocational education was a more appropriate preparation,

particularly for black students, many of whom were destined for self-employment [n particular,

it was recommended that black pupils from 'environmenta/~v deprived commwl/ties' be gIven a

more practical learning paradigm which could assist in their'cultural transitIOn to the modem

technological world'. Parallels can be dravin between these recommendations and the words

uttered by proponents of apartheid education who state that:

'We should not give the natives an academic education, as some people are too prone

to do. If ll'e do Ihis we shall be burdened with a number of academicallv trained

Europec01s and flOl/-F:umpecuL~,and Hho will do the mafluallahour III rhrs cow/tn' I am

In thorol/Rh a,',(I'eemenl with the VleH Ihal we should so conduct 0111' sd/fiol, that the

native who allemL, Ihem will know that ro a great extem he must be Ihe (annurer m this

country. ,

(House ofAssembly Debates, 195]/

According the HSRC (1981), the De Lange Report called for a reduction of differences in the

quality ofeducation between communities and that in striving towards equality education, both

the elimination ofbacklogs and the current needs are dealt with. However, the policy of separate

but equal was to remain. Dekker and Lemmer (1994: 51) point out that the failure of the

'separate but equal' policy lies in the gap between policy and practice. The education principles

embodied in education policies regarding the equal provision of education to all groups are not

implemented in practice
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Dekker and Lemmer (ibid). claim that a system evolved which is riddled with inequalities and fails

to provide equal educational opportunities. They cite Pillay (1990), who claims that inequalities

are evident in the provision and distribution of financial resources, allocation of physical

resources, pupil-teacher ratios, high drop-out rates among disadvantaged groups, poor quality of

education and access. Inferior qua1ifications of black teachers, overcrowded classrooms,

understaffed schools and equipment shortages have all contributed to growing inequalities.

Despite the apparent overtones of material and academic deprivation, including racial

discrimination, the views and recommendations ofthe De Lange Commission strongly influenced

education policy-makers during the 1980's as alluded to in the Government's White Paper on

Education in 1983. The task of policy fonnulation remained in the hands of the dominant

minority, thereby preventing meaningful changes in educational structures.

In response to the De Lange Report, the Government drew up, as pointed out above, The White

Paper (1983) on education in which it acknowledges the disparities in educational provision.

However, Behr (1984: 302) enumerates the bias stance ofthe government as follows:

*

*

*

That the Christian and broad national character ofeducation be maintained in regard to

the white population.

That although mother tongue education was pedagogically sound, it appreciated that the

language teaching medium posed problems to certain population groups.

The principle offreedom ofchoice for the individual and for parents in educational matters

and in the choice ofa career was acceptable although within the framework ofseparate

schools for each population group.

This stance reiterated the insipid policy of'divide and rule'. Predictably, the implementation of

such policies would not have enjoyed support from grassroots communities because the

perpetuation of discriminatory practices, in the sphere of education, becomes the inevitable

outcome.
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(b) lOPeQple's EducatiQn: 1985

The extent Qf stakehQlder participatiQn in the educational matters since the inception of Bantu

Education was limited to actions of mass resistance, boycQtts and protests Meaningful

participatiQn for the promQtion ofacademic endeavQurs and self-actualization was nQn-existent

because mQre pressing issues, which fQcused on 'liberation nQW, education later', tOQk

precedence. Hence, the mQbilization for the rejectiQn QfBantu Education was largely student­

centred and protest-based priQr tQ 1985.

llThe disseminatiQn Qf the cQncept 'people's education for people's pQwer' in 1985 was the result

of the awareness Qf the impQrtance Qf education for establishing a liberatory pedagogy III order

to emancipate the oppressed sector of the community. According tQ Lushakuzi (1993), educatIOn

was the mQst important tQQI for total human oppression and underdevelopment in Africa, so It IS

by using the same education that total human liberation and development can be brought forth.

The slogan therefore changed from "liberatioll now, educatioll later" to "peoples' educatlOll for

peoples' power".

The slogan was widely supported because it culminated from the "National EducatIOn C0­

ordinating Committee (N'ECC) in [986 which consisted ofa group Qfparents and commumtv

leaders who came together to address the severe crisis in black education. The NECC identified

the need to deconstruct the old hierarchical school boards and school committees mentloned

abQve and to replace it v,ith Parent-Teacher-Student Associations in order to award some degree

of democratic control tQ the local. micro-level.

There is no consensus in {he definition of peoples education '. Howe\'er, sl4j""'ice 11 W say
that "peoples education" was Seen as an aftemaltl/e education that represented a radical
departure from Bantll Education and it jilT/her served as a beacon of hope for
educational transformation 10 those who were disenchanted with aparrheid education.

11

12

See Ash!e}' (J 989) for a derailed dIscussion on Peoples' Education.

The NECC changed its identityfrom a 'crisis' committee to a 'co-<Jrdmating' committee
as a strategy 10 inculcate grassroots (students, teachers and parents) solidarity m the
stntggle against state policy.
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The establishment of the NECC was an attempt to persuade the government to change their

education policy and to inVolve the parents and the community in decision-making. Together with

the Parent' Crisis Committees (pCC), the NECC examined the problems in education and came

to the conclusion that the struggle for people's education was to be conducted within the

educational institutions, thus, supporting the view that all stakeholders should actively engage in

transforming the education system - unlike the 1976-77 school boycotts in which students took

the initiative which excluded parents and teachers from the process of resistance. Ashley (1989

48-58) indicates that People's Education:

*

*

*

will enable the oppressed to understand the evils of apartheid and prepares them for

participation in a non-racial, democratic system;

eliminate capitalist norms of competition, individualism and stunted intellectual

development and encourages collective input and active participation by all, as well as

stimulating critical thinking;

",ill help to achieve people's power by:

the democratisation of education, involving the community in decisions on the

content and quality of education:

making education relevant to the democratic struggles of the people.

the development of a critical mind that becomes aware of the world;

the bridging of the gap behveen theoretical kno\vIedge and practical Iite~

the closing of the gap between natural science and the humanities. mental and

manual labour, \vith emphasis on worker education and the importance of

production.
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On close examination ofthe goals above, it becomes clear that the demands were for an alternate

education which would support the needs of the community it serves. The racial policy of a

'separate, but equal education' system was totally unacceptable and therefore rejected by

educational activists. Thus, a transformation ill toto, as opposed to a reformation, of all facets

of education structures was requested Dekker and Lemmer (1994: 440) emphasise that

democratic participation, ofall stakeholders, is critical in the struggle to build a new South Africa.

The main thrust of people's education therefore, aimed to serve the majority of the black people

of South Africa by focusing on the empowerment of the disempowered

The dichotomy between the objectives ofBantu Education and People's Education highlights the

imperative for transforming management policies to affirm wide-scale stakeholder participatIOn

for the purpose of eradicating discrimination in education policies and practice Education

theorists such as, Luthuli (1985) and Walters (1989) argue that education in the hands of the

people, becomes a weapon for liberation. Arguably, it can be stated that for education to serve

the majority, people must participate in its conception, tormulation and implementation.

(c) 13The Education Renewal Strategv IERS): 1991

For the purpose of a comparative analvsis. a brief discussion of the ERS will be done Thi;

document came under scrutinv by the "iational Education Policy Initiative team which exposed

it to be a strategy planned exclusivelv by government bureaucrats for the purpose of protecting

the privileged minority through the policv of decentralization

According to the NEPI report (1992 20). the ERS espouses the view that the 'new education

model must emphasise oneness or commonality', whilst on the other the case for' diversity' is

made. Furthermore, the report states that although decentralization is encouraged on its technical

merits, the political objectives of such a move are also spelt out as the need to 'accommodace

ideological differences and parciclllar needs and preferences of commulIities more

satisfactorily. .

The ERS Discussion Document was released by the Department ofNanonal Educan Oi7

under the allspIces o(the Commitree ofHeads ofEducation Department in June l 99!
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NEPI (1992: 19) makes the following observations with regard to the ERS proposals:

*

*

*

•

*

Heavy stress is placed on cost-effectiveness, decentralization, and efficiency.

Considerable importance is given to securing meaningful power at the level ofthe regional

departments, and to devolution of authority to individual institutions, although It IS not

clear that the proposed mechanisms would necessarily achieve tlus In all commuruties.

Very little emphasis is placed on democratization beyond proposals to pass on costs to

.clients', and a role for parents and perhaps students in the govemmg bodies.

There is no discussion whatsoever of the issue of equality beyond mentioning It as a

'principle', and little attention is paid to redress of historical inequality and disadvantage

There is no provision in the document for explicitly addressing the Issues of non-raCist and

non-sexist education beyond the statement of principle

(d) The National Education Policv Investi'!ation lNEPO 1993

The National Education Policy Investigation. which was a project of the ~atlonal Educat,on Co­

ordination Committee, comprised ofn.velve education research reports such as, inter alia. human

resource development, governance and administration, teacher educatIon. curnculum and

language. According to the Framework Report (NEPI, 1993: 6-7) the key pnnciples that should

underpin educational objectives are

* non-ractsm;

* non-seXism;

* democracy;

* equality;

* a unitary system and

* redress.
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A concerted effort was to be made both at the macro and micro-educational levels in order to

implement such principles because it requires a redistribution ofcapital Investments, a revision

ofand renewal ofthe curriculum, including a dramatic shifting ofgroup dynamics The challenges

that such changes have on leadership is vast and complex. It requires the development of

innovative management skills to promote successful and effective education Institutions. Since

all ofthe above principles have been incorporated in contemporary policy documents, an indepth

analysis, relating to the implementation of some ofthe principle which influenced policies, will be

done in the next chapter.

1.2.2 Post-democracv (1994) developments in educational mana\:ement policies structures

and functions

Post-1994 election developments in South African education have seen the formulation of a single

integrated National Education System Effectively, this means an end to an education system

based on race distinctions and the subsequent inequitable resource distribution The

transformation of the South Afiican Education system is a systemic one both at the levels of

structural transformation and curriculum reform. At the level of curriculum reform, South Afiica

has adopted an Outcomes Based Education System that is programme dnven Traditional subject

distinctions have been replaced by learning areas. This approach aims to faCIlitate holistic learnmg.

integrate training and education and promote life-long learning. The educatIon system IS based

on democratic principles as outlined in the new National Constitution.

At the strueturallevel, a National Qualifications framework (1996) has been set up wluch allows

for multiple entrants and exit levels in education and a redefined qualificatIOn structure School

and other educational institutions have been restructured in terms of new guidelines for

organisation., funding and governance In terms of these new guidelines, schools have to be

accountable not only to the government but to the public as well. The nature of orgamsational

interaction has also been redefined in accordance with the democratic pnnclples of the National

Constitution. This has significant implicatiOn> for school management which IS the focus of this

study. This study then investigates the ,vays in which schools have responded to these demands
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Participative management will be used as a yardstick to measure and evaluate the effectiveness

of the schools response to transformation of management and governance practices.

1.3 STATEMENT OF THE PROBLEM

Despite the ideals of the transformational documents such as the Reconstruction and Development

Programme (1994), The White Papers 1 and 2 on Education and Trammg (1995-1996), the South

African Schools' Act (19%), The Constitution of the Republic of South Africa (1996), it appears

that many schools are still plagued by dictatorship, authoritarianism and power struggles. These

are largely a legacy of the former education administrative system in which hierarchical structures

and authoritarian values were the status quo

Currently, the relatively new stakeholders in management and govemance, that is, partIcipants that

have now gained significant visibility and power in management structures, are often not

informed of both their roles and functions in management systems today. Govermng bodies, for

example, who find themselves legally accountable for policy declSlons made in governing the

school, often do not have adequate information or skills to effectively negotiate school

management systems.

Fluidity in role differentiation has also led to significant problems in effectively managmg schools

Another problem manifests itself in the furm of information dissemination. The channel of

information dissemination often rests on the traditional hierarchical structures. At school level.

information dissemination is most often reliant on the principal and heads of departments

Programme and curriculum materials are often channeled through subject advisors. Govermng

bodies do not have direct access to national policy documents. When there is a lack of

participation and/or information flow among the members of a school, transformation III

educational management is inhibited.
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1.4 OPERATIONAL DEFINITIONS

1.4. I Governance management and participative management

The Education White Paper 2 (1996: paragraph 3.7) makes a useful distinction between

governance and management. Governance is seen as the responsibility of the governing bodies.

Governing bodies determine policy, in which the democratic participation of the schools'

stakeholders is essential. Management refers to the day-to-day organisation of teaching and

learning, and the activities which support teaching and learning Teachers and the school principal

are responsible for these activities. The link between governance and management is emphasIsed

in the Education \\<'hite Paper (1996 45)

'These spheres (govemance and management) overlap, and the dlStmctions in roles

between principals and their staff. district education authorities, and school governing

bodies, need to be agreed with the provincial education departments. This wouldpermit

considerable diversity in governance and mmlagemellt roles, depending on the

circumstances ofeach school, ",ithinnational andprovincial policies. '

Participative management spans three levels of management, namely, systems management, school

management and classroom management According to ~lcLagan and Nel (1995 x), participatIon

is a system of governance that requires all elements of an organization to be redesigned In a

common direction. Whereas educational admimsrrarlOn places emphasis on routine daily tasks

that are basically reactive, participarive management is action-orientated, purposeful and

proactive. The philosophical basis of a participatory management structure is built on the

principles ofempowennent, co-operation, shared information, accountability, transparency and

tolerance.

Keith and Girling (1991: 17) claim that, 'participative management is highly consistent with the

current quest for substantial qualitative improvements m educational commitment ofteachers,

parents and administrators to work together to resolve problems and articulate educational

goals '. Furthennore, they argue, it is likely to be the most effective managerial vehicle for

implementing sustained refonn. The term participatlve management is used in this study as an
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umbrella term for both governance and management as referred to above.

1.4.2 Implementation

The concept implementation refers to a process ofputting policy mto practice. Policy can only

be implemented if it is acceptable, legitimate and negotiated by all stakeholders. McLaughlin

(1987: 171) asserts that implementation is not about automatic transmission, but IS a process of

bargaining and negotiation between the various local and national actors. Where policies are

viewed as unacceptable, illegitimate and have not been negotiated by all stakeholders, but are

forced into practice by authoritarian managers, these policies are adopted rather that implemented.

1.4 3 Policv documents

Acwrding to CaldweU and Spinks (1988: 41), a policy consists of a statement of purpose and one

or more broad guidelines as to how that purpose is to be achieved, wluch, taken together, provide

a framework for the operation ofthe school or programme A policy may allow discretion in its

implementation, with the basis for that discretion after stated as part of the policy DeClercq (in

Kallaway; Kruss; Fataarand Donn(1997 145) state that policies generally refer to statements of

intent, decisions, courses of action and/or resource allocations deSIgned to achieve a particular

goal or resolve a particular problem. Government has the responsibility and authonty to formulate

public policies which are enforced on all the citizens This dissertation will focus on educational

policies formulated by government and circularized as educational poliC)' documents for

implementation at schools.

14.4 Schools

According to the South African Schools Act (1996: 10), 'school' means a public school or an

independent school which emols learners in one or more grades between grade zero and grade

twelve. Public schools are categorized in terms of ordinary public schools and public school for

learners with special education needs. School, in this study, ",ill refer to ordinary public schools

which enrol learners in one or more grades between grade zero and grade seven.
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1.5 RESEARCH QUESTIONS AND AIMS OF THE RESEARCH

The peripheral aim of this dissertation is to identify traditional management systems, within the

South African context, which are incompatible \'Iith the current demand for a more mclusive and

participatory form of educational management. The central aim is to determine whether schools

are implementing policy documents that call for participation of stakeholders in the management

and governance of schools. Participative management, will be provided with a theoretical

frameworK by identll)llig traditional and contemporary management theones, which will provide

a contrastive and a compatible framework respectively The foundations, principles and features

ofparticipative management will provide a template which will be applied to selected education

policies and management practices in order to evaluate whether they fit

Questions which the research will explore in order to unpack the concept of participative

management will include:

*

*

*

What are the values and principles which inform current policy directives and how do

these policies influence transfonnation in management practice?

What role does school leadership plav in implementing the pnnclples of participative

management

What are the functions and duties of stakeholders in their representative constituencIes

and what are the means and methods required for building on and improving their

capacities in order for them to partake in the management and governance ofeducation

systems?

Are School Governing Bodies (SGBs) representing the essence of partiCipation, and are

they supporting and promoting its continuation·)

What are the gaps, ifany, between policy directives and current management practices III

schools?
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This dissertation raises questions about the implementation possibilities of education policy in

schools. In the empirical study, an attempt is made to extract information from education

practitioners in real school contexts about current management and governance practIces within

schools. It is a further aim of this study to determine how much knowledge do educational

practitioners have on current transformational policies. Conclusions and recommendatIOns drawn

from the empirical research conducted in this study, will offer a useful if limited register of

capacity building programmes on school management and governance These findings can also

serve as a database of regional expertise that may be shared across schools In the sample area.

1.6 HYPOTHESIS

The research hypothesis of this study is formulated as follows

Hypothesis I: (HI)

Management practices in schools by principals are inconsistent with the policy of

stakeholder participation as enunciated in current education policy documents

HVDothesis:2 (Hl)

Management practices in schools by principals are neither consIstent nor inconsistent with

the policy of stakeholder participation as enunciated in current education policy

documents.

Hvpothesis 3. (lli)

Management practices in schools by principals are consistent with the policy of

stakeholder participation as enunciated in current education policy document
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1.7 PARAMETERS OF STUDY

The study will be limited to a sample of five primary schools in each of the six clTcuits withm the

Scottburgh District in the Port Shepstone Region of Kwazulu Natal The sample populatIon will

be limited to educators in schools randomly selected. The respondents will be required to answer

questions on other stakeholder involvement in the management and governance of schools. The

research questions will elicit responses which comment on management and governance The aim

then is to test the responses against the participative management theory and selected education

policy documents to evaluate management practices and policy implementation at schools.

1.8 LIMITATION OF EMPIRICAL INVESTIGATION

It is acknowledged that the empirical investigation is constrained by a number of factors. Firstly,

the study focuses on only one delineated aspect of a larger research problem Although the scope

of this investigation was limited to six circuits in the Scottburgh district. tJus scope was further

limited by conditions beyond the control of the researcher. The Dududu cIrcuit was maccessible

at the time of this investigation due to widespread unrest. As a result. schools were officially

closed and educators were seconded to schools in other circuits De Vos (1998 156)

acknowledges that there are practical factors wJuch can obstruct the tieldwork or even make it

impossible to execute, such as political unrest and an unsuitable social emlronment

Although the study was targeted at a cross-section of historically advarnaged and disadvantaged

schools in rural and urban areas, it concentrated only on primal'''' schools. At the time of thts

investigation there were lOO such schools in the 6 circuits within the Scottburgh District It would

thus have been an extremely difficult task to visit all the schools.

The targeted subjects themselves are restricted to pnmarv school teachers and excludes

stakeholders like parents, learners and the principal. Being in the leadership position, pnncipals

were not asked to complete the questionnaire which encompassed questions concerning the role

ofleadership in the management and govenance of schools. Parents were also excluded from the

targeted subjects due to their relatively novel positions in the sphere of school governance
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Their lack of experience in educational management and governance and in some instances,

illiterate and semi-literate parents would have influenced the reliability of the results. Learners

were also excluded from the sample population due to fear of the following:

•

•

•

•

misreading of questions/instructions;

misinterpretation of the questions;

inexperience to respond to question items,

misunderstanding of the questionnaire.

In order to overcome the limitation of having excluded important education stakeholders, such

as the principal, the parents and the learners, provisions were made in the research instrument to

incorporate questions relating to the excluded stakeholders. These questions were reasonable

enough to elicit honest answers which the teacher-respondents could provide

1.9 STRUCTURE OF THE RESEARCH

The brief orientation in this chapter is followed by a theoretical discussion and literature re\iew

on participative management (chapter t\vo). Chapter three offers an overvIew of education policy

documents with specific emphasis on those policy documents which call for a partlclpative

management structure. The implications of these policy directives for management and

governance of schools are analysed. In chapter four, the methodology and parameters of the

empirical research are discussed and this is followed in chapter five by an analysis of the collected

data. Chapter six offers conclusions and recommendations for bridging the gap between policy

and practice.
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1.9 CONCLUSION

This chapter provides an introduction which includes the background of the study The

background serves as a mechanism to identifY and evaluate management practices that are

inconsistent \vith the current call for a participative mode of education management and

governance. Concepts which are of significance to this study are provided with operational

definitions for clarity ofuse and purpose The research questions and aims of the research homes

in on the essentials and value of this study The hypothesis is also provided III the orientation

chapter It is acknowledged that no research is all encompassing and therefore. the parameters are

also stated so that the significance oftms study is given greater contextual focus The structure

of the research provides the reader with what to expect in the ensuing chapters
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CHAPTER 2

PARTICIPATIVE MANAGEMENT: THEORETICAL FRAMEWORK AND

LITERATURE REVIEW

2.1 INTRODUCTION

This chapter reviews divergent theories ofeducational management so as to provide a conceptual

background v,ithin which participative management can be framed. The rationale, for the inclusion

of a specific theory of educational management for discussion, is twofold Firstly a theory (for

example, the Scientific Management Theory) is re...'iewed primarily because its assumptions or

principles are inconsistent with the participative management theory. Secondly. a management

theory (example, the Human Relations Theory) is selected for inclusion in this chapter because

it has certain principles or assumptions similar to that of the participative management theory

By re...'iewing dichotomous theories of management, a contrastive framework IS provided as a

yardstick to evaluate whether a paradigm shift in school management is indeed needed A re\"ew

of both national and international literature will be done, in an attempt to prO\'ide a multi­

dimensional discourse in terms ofthe values and limitations ofdiverse management theories wluch

may have impacted or contributed to a paradigm shift in educational management

Participative management. as a theoretical framework, draws essentially on two seemmgly

contradictory theories of management: systems theory and human relations theory These theones

will be discussed briefly in order to establish the philosophical foundations on which participative

management is fonnulated. Participative management attempts to find a balance between a -.new

ofthe school as part ofa larger, unified socio-cultural, economic and political enilty \"lih specific

emphasis on governance, mul emphasising the individual in relation to management

The scientific theory ofrnat1-agement will be discussed as a contrastive frame ofreference for the

discussion on participative management. The rest of the chapter will focus on a re\iew of the

principles, foundations and features of participative management. The chapter mU conclude wllh
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a literature review of the benefits of participative management.

2.2. THEORIES OF MANAGEMENT

Contemporary writers such as Keith and Girling (1991), Caldwell and Spinks (1993) and

McLagan and Nel (1995) argue that management theories have to be compatible with current

democratic values in order to impact positively on the success of an organization. Poster and Day

(! 988: I) demonstrate that educationalists in England and Wales. for example. far from being

trapped in outmoded methods and contem, have actively engaged with trainers from industry and

commerce and have adapted some of their methods to meet the particular needs of the school.

They acknowledge, however. the need for continued improvement in management within a

context that is rapidly and radically changing

Gray (1982 2) provides an overview ofvarious systems of education management [n the United

States the school system is decentralized into School Boards, separately elected. and the primary

management concern is with the administration of the local system as a whole. In the UK, school

systems are a part of the local government system and the education department is a unit oflocal

government. Schools in the liK tend to be more independent of politics and the heads have been,

almost autonomous in the management of their institutions

Gray (Ioid) goes on to elaborate that in other parts of the world, educational systems tend to

follow a pattern c-Opied from one ofthe European systems, even where there was no colonialism,

simply because nineteenth and twentieth century history was dominated by the European powers.

At any rate, African and Asian systems tend to be centrally administered, highly structured,

authoritarian and paternal and greatly mlnerable to economic and political change and influence

As a consequence, Gray (ibid) claims, many African and Asian educators are looking for a theory

of universal application to administration rather than., like the English, a theory which helps the

head run a school. Below is a re,'iew of selected management theories.
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2.2.1 Scientific Manwement Theory

According to Roe and Drake (1980: 55), the theory of scientific management was first spelt out

in detail by Taylor (1911), known as the 'Father of Scientific Management'. His recurring theme

was that management was a true science based on clearly defined principles and laws. Keith and

Girling (1991: 12) aver that management was thus concerned with improving the efficiency of

the work process. Taylor (1911), espoused the belief that there is 'one best way' of performing

any work task (Harlarnbos, 1987: 311) The job of management was to discover this way by

applying scientific principles to the design of work procedures The chief concern was to find

efficient ways to maximise productivity.

Research (Miles, 1975; Haralambos, 1989, 1991) indicates that the scientific management theory

begins w~th the assumption that man's primary motivation for work is economic and he will thus

respond positively to financial incentives. According to Miles (1975 36), Taylorism draws, first

ofall on writings of nineteenth-century philosophers and their popular interpreters. The Social

Darwinists', particularly Spencer (1911), argued strongly that with man, as with other species,

not only do the fittest survive but they should survive. On the other hand, those who failed to

succeed gave evidence either of their basic lack of ability or their unwillingness to apply it

...igorously.

The theory of scientific management, according to Keith and Girling (ib/d) spread rapidly in the

earlv twentieth centurv and olaved a fundamental role in influencing education admlillstrators in
.I .I L"" ~

countries like America and New Zealand for example. Srnyth (1993: 160) points out that one of

the manifestations, of the cult of efficiency, as described by Callahan (1962), which is worth

noting for its comtemporary significance, was the fanatical preoccupation with recording and

reporting. Smy1h (ibid), commenting on American schools, elaborates that

'Efficiency had 10 be not on~}' done, but it had to be seen (0 be done. Efficiwcy was to

be contirmal£v demonstrated through the incessant production ofrecords and reports.

Educational cost accounting became the order of the day. Teachers were required to

keep records, accOImtingfor every hour and eve!}' day of the week. Administrators were
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forever occupied in writing reports andpolicy statements... there Wa\" less and less time

for teaching, and schools became places oftedium, ritualistic order and bland routine.

Ironically, they became less and less 'efficient' in an educational sellSe..

Smyth (1993: 160)

Hence, in the American education system, teaching was approached as a management problem

involving the drawing up of lesson plans, constructing materials and evaluating according to

predetermined objectives derived from the behaviourist psychology Keith et al. (1991: 13) argues

that by focusing exclusively on improving the techniques of work, scientific management neglects

other important dimensions of management. These were recognized by other management

theories such as the systems theory of management and the human relations theory, whIch \vill be

discussed later.

The concepts embedded in scientific management theory were developed in the industrial and

commercial sectors of the economy during the early part of the twentieth century and were

indiscriminately applied in educational institutions. According to Haralambos (1987: 323) schools

were likened to factories in which children were regarded as raw materials to be fashioned into

products to meet the demands of society and life. Those who organized and managed schools

according the scientific management theory yielded to the indiscriminate application of these

business cDncepts rather than develop approaches that fit the unique characteristics ofmdividuals

engaged in teaching and learning (ibid).

The scientific rationale that greater efficiency results in greater producti\ity, resulted in three

noteworthy principles, namely the principle of reward and punishment (Paisey, 1992 155). the

principle ofcD-Operation (Ross & l\Iahlck, 1990: 68), and the personal selection principle (Hoyle

& McMahon. 1986 233).

Paisey (1992: 155) argues that in order to promote efficiency. Taylor hoped to capture the

'initiative' of employees, which consists of their goodwill and acceptance of management, their

willingness to work hard, and the placement of their ingenuity in the sef\ices of management
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through highly individualized rewards. Hence, the principle of reward and punishment was

introduced. Extra bonus received by workers, therefore, became a vital aspect of scientific

management in that, by this means, workers came to accept the rights of management to manage

while being conditioned to carrying out orders.

Drawing on the scientific principle of reward and punishment, Miles (1975: 144) argues that

extrinsic motivational techniques, are adopted to improve organisational effectiveness and

efficiency. Progress at the lower level of the management hierarchy is verified through inspection

(in the case of pupils - testing) , ensuring that the plan of action is being followed, providing for

corrective action when necessary, and keeping others at the top level of the hierarchy mformed.

Communication remains within a unidirectional framework. Dictation rather than dialogue

remains the operative communicative mechanism and reproach as opposed to approach remains

the social managerial stance. Reflecting on the scientific management theory, ]\files (1975 102)

claims that communications flov;-ing dov.nward is primarily made up of orders, directives, and

instructions. This top-dm.\n approach to managing educational institutions alienates administrative

personnel from the practitioners and thus, creates an ethos ofdisharmony and hegemony which

ultimately affects the culture of teaching and learning.

According to Ross & MaWck (1990 68), the cooperation principle of scientific management

infers that workers should cooperate with managers to ensure that work is done in accordance

with the principles dictating how it should be. Thus, duties are allocated so that managers assume

responsibility tor the key tasks ofplanning, preparation and supervision Haralambos ( I987 312)

claims that work, therefore, becomes dehumanized as workers, constrained by management

directives, simply 'function as cogs and levers'.

"-tiles (1975: 52) identifies similar management trends when he states that the manager or his staff

assistants are responsible for determining not only the precise duties for each job, but also for

establishing standard procedure and methods for carrying them out. Hence, the orgaruzational

structure reflects a division oflabour wherein each member is assigned specific tasks and given

directions to carry out their duties accordingly
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According to Hoyle and McMahon (1985: 233), the personnel selection principle ofthe scientific

management theory espouses the view that once the specific job requirements have been analysed,

the manager can scientifically select and train workers appropriately to do the job. Consequently,

control oforganizational members is embodied in the organization's structure and accountability

is channelled through this, using job-specific criteria for evaluating effectiveness. According to

Haralambos (1987), Ross & Mahlck (1990), Keith and Girling, (1991), managers know their

location within the power hierarchy and chain of command, and their job specifications define as

much what they cannot do as what they can do. Thus, the hierarchy of control is maintained

simultaneously through formal structures and task definitions and through informal but \isible

signs of status and stratification

Applying the scientific management theory to schools, implies that rules and regulations, within

schools, had to be followed with regimental rigidity. Neither the teachers nor the pupils questions

the curriculum content but cooperate with curriculum designers through implementation (by

teachers) and passive acceptance (by pupils) of the status quo. This mode of education

management finds expression in the passive model of human behaviour This passive model of

human behaviour limits the teacher's role to that of a mere 'technician' whose main task is to

transmit knowledge formulated by 'experts' to patient, listening objects. Education thus becomes

an act of depositing, in which the students are the depositories. Freire (1982: cl7) calls this the

'banking concept' of education which regards men as adaptable, manageable beings.

The personal selection principle discussed above, when applied to the school contex1: has a

significant impact on promotions and selection of principals, including heads of department A

teacher's promotion, for example, is determined by the extent of his or her academic and

professional qualifications and by members seated on the uppermost level of the management

hierarchy. Haralambos (1987 175) states that a student's opportunity in the economy is based

on the educational institutions meritocratic policies. Their conduct is assessed against the

yardstick ofthe school rules which have to be adhered to at all times and status is achIeved on the

basis of merit. Schools foster the value ofdifferential rewards for differential achievements (ibid)

The educational system therefure, serves as an important mechanism for the selection of

indi'...iduals for their future role in society The management of the above educational policies are
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enforced with minimalstakeholder participation and maximum bureaucratic influence and

direction.

Although the scientific management approach influenced management styles until the early 1930,

it had recognizable limitations. Keith and Girling (1991: 13) claim that with the focus on

efficiency and productivity, the scientific management theory was more suited to a factory-type

organization rather than to a school ;vith complex functions to carry out and provide multiple

services according to individual and community needs. More importantly however, was the

limited focus of scientific management on the factors that actually affect both the efficiency and

overall effectiveness ofan organization (ibid)

Wilkinson and Cave (1987: 12) argue that scientific management seriously underplays the human

element in organisational life. By focussing exclusively on improving the techniques of work,

scientific management neglects other important dimensions of management The assumptions

encompassed in the scientific management theory reflects the view that managers can observe,

gather data and scientifically measure the needs of a given job to determine the one best way that

it should be performed. The adoption ofthis theory ofmanagement in the school conte", IS mdeed

contrary to the principles of inclusivity and collaborative decision-making (as manifested 10

current policy documentation for educational transformation). It provides a ngid structure ot'

authority (evident in Bantu Education) through which work can be defined and coord1Oated to

implement the manager's plan.

The bureaucratic structure of schools is directly responsible tor the domination of one SOCIal

group over another (Dekker et al., 1994: 400). Being in a position to impose Its set of values as

the only valid one, the dominant group effectively perpetuates and maintains its domination over

the subordinates. Harling (1984: 9) is of the opinion that a bureaucratic approach fails to

recognize the effects of the presence of personnel ;vith 'professional' tendencies and orientations

on the process of leadership and decision-making in education.

Acmrding to Smyth (1993 : 12), advocates of school-based m3.<'lagement have long argued that

in education systems which have been characterised by highly centralized bureaucracies. schools
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should be granted a significant level of autonomy in making decisions about such matters as

curriculum, finances and resources, staffing and school policy. A measure ofauthority should be

appropriately devolved from central administration to the school level. The bureaucracy,

according to the argument, would then become more responsive to the needs of schools and their

communities, and would facilitate the realization of school-detennined priorities rather than

impose centrally mandated ones.

22.2 Systems Theorv

According to Keith and Girling (1991: 15), the systems theory of management advocates that the

manager views the organization as a unified system. In tenns of this theory, the school as an

organization is like an organism composed ofa variety of subsystems, all of which are interrelated

Moreover, a change in one subsystem is likely to result in changes in other subsystems Two types

of systems may occur, namely open and closed systems. Key characteristics of an open system are

identified by Roe and Drake (1980: 33) as follows:

*

*

The system seeks to accomplish agreed goals

The system operates as a collection of interdependent parts.

The parts maintain a strong state of equilibrium with each other by means of standard

modes ofoperation.

The system responds to feedback from the environment on outcomes

Open systems are responsive to changes from the environment. They are penneable and flexible

and are influenced by the demands to adjust to external needs. Thus, feedback fro~ the outside

is an important component ofthe systems theory. This presupposes the systems accountability to

respond to environmental influences. Roe an.d Drake (1980: 27) are ofthe opinion that when we

look at schools as open systems, we see that inputs of energy feed the central teaching and

learning process leading to desired outputs which in turn contribute to further energetic inputs
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maintaining a cyclical transaction between the school and its environment. The Systems Theory

suggests that interacting people, structures and processes all should serve the purposes ofthe total

school. The school in turn interrelates with its environment and resides within the larger

educational system.

Hargreaves & Hopkins (1994: 57) reaffirms this by stating that schools are only one component

part of education systems. The performance of schools is dependent upon the support and the

materials that are delivered to them by other parts ofthe system. Schools are responsible for the

performance of individual programmes and policies within the resource constraints and support

that is provided. According to Haralambos, (1987: 99), value consensus is essential for the

survival of the social system. From shared values derive collective goals, that is goals shared by

all members of society.

Closed systems, on the other hand, are inflexible and less inunune to eX1emal pressures. Both

closed and open systems may simultaneously exist within the school. Hence, if adopted, the

Systems Theory may be used by school managers as an analytical tool with which to analyse,

evaluate and interpret the interaction among various sub-systems within the school. Wilkinson and

Cave (1987:25) postulate the view that this theory provides a metaphor and framework which

illustrate the complexity of the school which comprises of a variety of sub-systems

Roe and Drake (1980: 58) suggest that the most obvious subsystems are visible in the formal

aspects of the school, namely, its structures, arrangements, planned relationships, and other

durable features which have been created The resources available within the school could also

be regarded as a subsystem, including people, plant, equipment, finance, ideas and expertise

However, they emphasise that there are significant but less evident subsystems whIch have

cunsiderable impact on the acti,ities of the school. Here, reference is made to the social subsystem

which is created by the informal networks, the shared norms and values, and the unique

characteristics, goals and strategies.

According to Roe and Drake (ibid) the interaction ofthese subsystems constitutes the technology

through which the school seeks to achieve its purposes and objectives. This interactIOn is based
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on value consensus. In view of this interaction, managers need good interpersonal skills to

facilitate and consolidate dialogue and negotiations among various sub-systems. Furthermore,

in pursuit of the objectives of the system, some form ofcontrol is necessary so that whilst each

sub-system retains control of its own activities, together they contribute to the development and

growth ofthe entire system.

Keith and Girling (1991: 15) advocate that the Systems Theory presents a holistic perspective on

the organisation, encourages managers to view their work from this vantage point, and focuses

on organizational relationships However, they argue, it lacks perspective on the individual WIth

the organization. While the Systems Theory has been a powerful movement in management

thinking, its emphasis on the system as opposed to the individual, is a major shortcoming III

modern society. This theme is taken up in the Human Relation Theory below.

~ ~ ,
......... .J Human Relations TheQIY

Everard (1986: 110) claims that the Human Relations theory, is characterized by respect for the

individual and other human values, job breadth., consultation, consensus, decentralization, loose

project organization, flexible procedures, multidirectional communication, management by

objectives and a participative approach Thus, the manager is encouraged to allow hIS

subordinates greater involvement so that they will be more diligent in effecting and increasmg

productivity and also more willing to cooperate in carrying out his directives. Silver (1983 126)

asserts, that systems orientation incorporates actions that are intended to clarify roles of the

participants, establish patterns of interaction among the participants, specify and delineate the

tasks to be accomplished, and focus participants' energies in the direction oforganizational goals.

This theory appears to be a good deal more attractive to schools, particularly because, according

to r-.files (1975: 39), recognition is given to individual needs, wants and desires. Involvement and

participation are concepts which offer a positive management morale. Wilkinson et al. (1987:

13), referring to this theory claim, that democracy and participative decision-making became the

watchwords. A strong support for open forms of management developed, based on the belief that

ifstaffperceived that there is honest COITh'Tlunication and their views were fully considered when
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decision were made, they would have greater commitment. Raymond (1984: 43) however, argues

that because participation is conceptualized, by the Human Relations Theory, primarily as a

means of promoting feelings of belonging and importance, involvement is limited to issues of

concern about department members but not necessarily central to actual work tasks.

Miles, (1975), regards the scientific and the systems theories of management as traditional

theories which directs the manager's behaviour towards a systems-orientated approach in order

to fulfil and accomplish the tasks of the social system or organization Paisey (1992. 132) is of the

opinion that a great deal of the misunderstanding in education arises because people think of

management as being concerned only with the objective - with measuring output and bemg

accountable on the basis of measurable results. In an attempt to emphasise this point, he quotes

the following passage from the International Labour Office in Geneva:

'Because management deals with human beings, it can never be completely sciemific,

and must be regarded partzv as an art. The reason for this is that while scientific

techniques are applied to materials governed by known physical laws, the techniques of

management are applied to people and must rezv on people to ensure that they are

properly applied They can on(v be sllccessjuf(v applied by someone who has learned to

understand peuple b.'': experience ujdealing ,.-ith them.'

It would appear from the discussion above, that the scientific theory requires the manager to do

the thinking and the worker to do the 'doing'. In the human relations theory 'domg' is lirruted to

creating an environment for better social relations and more efficient orgaruzatlOns. Both the

scientific management and the human relations theory have been strongly attacked for what has

been regarded as pro-management bias. With reference to these two theories, Haralambos, ( 1987

23 2) states:

'...critics have argued that its priorities are those ofmanagement, that the problems it

seeks to solve are those jor which managers require solutions. Thus the managerIal

tradition has been concerned with increasing organizational ejficieflce and raisins;

productivity... when workas needs have been considered, it has been in terms of these

priorities'
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Participative management is viewed as an extension of the human relations theory. Both the

manager and the managed are required to do the thinking and the <doing'. However, unlike the

human relations theory, the type ofthinking and doing in participative management is significant

in influencing the most fundamental assumptions that guide the organization and help to detennine

the values, goals, and strategies. Participation therefore, has the purpose ofpersonal, individual

development and growth which in turn results in development and growth of the system. The

individual becomes part-owner of the system rather than remain a guardian of the system.

2.3 PARTICIPATIVE MANAGEMENT AS A THEORETICAL FRAMEWORK:
FOUNDATIONS, PRINCIPLES AND FEATURES

Although no literature has been found on participative management as a specific theoretical

framework this study attempts to place participative management within a theoretical framework

by drawing essentially from other theories ofmanagement such as the human relations theory, the

human resource theory and the systems theory. This is further developed by reflecting on

participative management processes adopted in self-managing schools (Caldwell & Spinks 1988;

1993), self-developing schools (Bayne-Jardine & Holly: 1994) and site-based management

(Leithwood, Begley & Cousins· 1992 34)

The main thrust. however, places emphasis on democratic participatio~ espeCIally at the level of

school management and governance, through mechanism such as co-operation. networking and

the articulation of the needs and interests of education stakeholders. Kelly (1995· xv) argues that.

'democracy as a political concept is not confined simply to Issues of control and

deCision-making. It is not merely a mechanism for the election ofgovernments (school

COlt7iCifsj. Far bt:J'orId that, it is also a moral concept; it encapsulates Lt sJ'stem ofmoral

values which set the parameters within which control must be exercised and determine

the kinds ofdecisiom that can and cannot be made..

Paisey (1992: 122) subscnbes to the "liiew that democracy is concerned with ends in that the actual

decision made should result only from a decision-making process which is shared by all those who
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are to be affected by those decisions. Thus, the primary factors in democracy are participation and

consent. Kelly (1995: 141) warns that Plato's hostility to democracy, cannot be overlooked as it

is prompted by his view that the management ofa (school) society is too complex a task to be left

to people who lack the knowledge and the skills to carry it out effectively_ It is logical to identify

with Plato's hostility, especially in the context where transformation is problematic particularly

because of the lack of experience, knowledge and skills of those caught in novel positions of

governing contemporary schools. It is argued though, that it becomes necessary to transcend such

hostility in pursuit ofdemocratic transformation.

The system ofmoral vallles which Kelly (ibid) refers to, is incorporated in the foundations of

participative management The foundation is further built on the assumptions of the human

resources model that there is, according to J\.1iles (1975:42), an abundance rather than a scarcity

in the area of human capabilities, which in turn indicates that the manager's role is not so much

one ofcontrolling organisation members as it is of facilitating their performance. If most people,

whatever their level ofcurrent ability, have untapped resources, the manager's task becomes that

of tapping these in the interest of organisational effectiveness and efficiency.

\libile the human resources theory holds that the purpose for allowing organization members to

participate in decisions related to their work is to achieve direct improvements in organizatlOnal

performance, participative management places emphasis on individual empowerment through

participation in organisational decisions and activities. It is further based on the prinCiples of

democracy and greatly influenced by considerations deriving from moral and political philosophy

KelIy (1995 xi) argues that there can be no democracy and, indeed, no freedom in a context

where the most important aspects oflife, and of education, namely those values which underpin

both, are treated as given, as non-problematic and as not themselves subjects of the continumg

debate, nor, as a consequence, open to modification and change. Hence, the principles and

features of participative management focuses on phenomena relative to the South Afucan context,

for example, affirmative action, decentralization and transfonnation.

The fOlmdatiolls of participative management are built on the basic assumptions that managers
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have ofpeople within the organisation. These assumptions influence the way in which managers

go about their management tasks. MacGregor (1960) highlighted the powerful effect that

assumptions about personhood can have on work and motivation (Whitaker, 1993: 30).

MacGregor (ibid) posed two contrasting sets of assumptions about people in organizations,

referred to Theory X and Theory Y which are discussed below. The principles of participative

management, will identifY the essential components of democratic forms of social organisation.

Thefeatures of participative management will focus on mechanisms required to operationalise a

participative mode of management within the education system. These will include

multiculturalism, affirmative action and decentralisation.

2.3.1 Foundations of participative management

The foundations of participative management endorses Paisey's (1992: 143) view that since

management is concerned in the final analysis with what organization members are doing, what

they might be doing and what they should be doing, it is axiomatic that the basis (foundation) of

management begins v/ith a set of general assumptions about people in organizations

:UIl \'13.<'1.agement assumptions about people

The diagram below provides an overview of management assumptions about people which have

been codified by MacGregor (1967) under hvo heads, namely Theory X and Theory Y:
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MANAGEMENT ASSUMPTIONS

ABOUT PEOPLE

THEORY X
ASSUMPTIONS

we are unable
to do these without

direction, supervision
and control

external

GROWTH

LEARN

DEVELOP

WORK

DECIDE

III

CHILDHOOD

EDUCATION

WORK

SOCIETY

locus of
control

THEORYY
ASSUMPTIONS

we are well able to
do these ourselves

with encouragement
and support

internal

inhibited selfconcept enhanced

~taker(1993:29)
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Whitaker (1993: 30) state that managers and leaders proceeding from a Theory X position will

tend to build management structures and systems designed to: direct the efforts ofstaff; control

their actions; modify their behaviour to fit organizational needs. They will also adopt

interpersonal beha,,~our towards staff that is characterized by persuasion, reward or punishment,

instruction and command. Similar trends are identified in the Scientific Management theory. On

the contrary, managers who espouse Theory Y assumptions will tend to build management

structures and systems designed to: make it possible for people to develop, seek responsibility,

take risks, set ambitimls targets and challenges. The above are two polarized views of people and

work.

According to Theory X, people dislike work and try to avoid it. They have to be bribed, coerced

and controlled and even threatened v,~th punishment to perform adequately. Keith and Girling

( I991: 20) concur that Theory X, which is based on Taylorism and the traditional hierarchical

organizational structure, assumes that the average person does not like to work and will avoid

doing so if possible. Therefore, people must be coerced with rewards and pUnIshments and

carefully supervised and directed by authority figures in the work setting In such a situatioIl,

external motivation plays an important part in increasing productivity Managers subscribing to

Theory X thus, assume that most people lack ambition, prefer to be led and ",ish to avoid

responsibility

Paisey (1992. 143) argues that Theory X is pessimistic in tone. Those who take a Theory X

position, expect little from the generality of people in terms ofcreative capacity and ability. He

further claims that one ofthe manifestations ofTheory X is seen in the autocratic behaviour of

the individual who enforces his own pre-deterrnined decisions by manipulative means which

compel alienative or calculative responses in others. A technicist approach to management is thus

adopted, which may be argued, is contradictory to participative management.

According to Theory Y, Whitaker (1993: 31) argues, people do like work and do not have to be

threatened Ifallowed to pursue objectives to which they are committed, most people will work

hard and not only accept responsibility, but actively seek it. Hence, people have a natural ability

to change and adapt accordingly Keith and Girling (1991: 21) claim that Theory Y asserts that
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people are anxious to do a good job, seek learning opportunities and stimulation in the workplace,

and want to assume increasing amounts of responsibility.

Keith (ibid) subscnbes to the view that to harness these impulses, the organization ofwork itself,

along with the work environment, need to stimulate the expression and use of imagination by all

employees. Therefore, the management style associated with Theory Y should be open, involve

employees in identifYing as well as solving problems, and give employees the opportunity to make

decision that directly affect their work.

Paisey (1992 143) sees Theory Y as optimistic in tone. For this reason, he believes that those

who take a 'Theory Y' position expect much from others, believing in their creative capacity,

participative willingness and potential reliability and application to work, given the right

contextual conditions in the organisation. He sees the manifestation of Theory Y in the practice

of genuine delegation to appropriate sub-groups whose majority decisions are accepted and

implemented The person with the power to delegate simply identifies the problem for the

appropriate group and then participates personally in free discussion until a consensus or majority

opinion is established. The foundations of participative management, leans heavi.ly on the Theory

Y continuum of management assumptions about people.

Therefore, what undergirds participative management, is the assumption that in order for an

organization to produce successful outcomes, its members need to be sufficiently empowered.

Slaughter (1989: 265) is of the opinion that this is a process which enables organisational

members to feel deeply involved in the process of cultural reconstruction and renewal. The

processes involved in the management of organisations, however, need to be performed in a

manner that develops and stimulates all four of the following unique characteristics of the human

being

homo loquens - talking man

homo sapiens - thinking man

homo faber - creating man

- homo ludem - playing man Van der Stoep en Louw (1983: 61)
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2.31.2 Valuing human beings

Southworth and Yeomans (1989: 49) in their study ofrelationships in the primary school, share

the belief that 'every individual should be perceived and treated as unique and valuable'

According to Whitaker (1993: 114), a proper respect for individualism is a characteristic of an

effective management culture and the leadership challenge is thus all about the harnessing of

different patterns ofknowledge, skills and qualities in pursuit of organizational goals. The multi­

faceted data wlleetion from diverse individuals, enhances the quality of information required for

management practices and policy implementation.

Freier (1972: 48) supports this View in his claim that 'man's ontological vocation IS

humanization. However, man is living in an age when machines hm'e demonstrated their ability

to peifonn many tasks better than their creators. 'Therefore, it remains for managers to maximize

the human beings 0"'11 strongest forte, that is, his humanity. Furthermore, Du Plooy, Griessel and

Oberholzer (1991: 106) convincingly argue that those who feel called to aid the young In

becoming aware ot; and equipping themselves for the obligations of future adulthood, must treat

their charges as human beings, realizing that their pupils are not tools being shaped for a specific

end, but animate beings who are acquiring awareness of their responsibility In the current climate

oftransforrnation, this philosophy cannot be limited to policy programmes and practice at the level

ofclassroom management only, but should permeate every level of educational management and

governance.

The existential perception which emerged in the nineteenth century, that 'existence precedes

essence' reinforces the view that education managers need to create variant opportunities to allow

for the full development of the full potential of members at every level of governance (Kelly

1995). It is only when the individual realises his potential through active participation in crucial

educational matters, does his essence as a human being become fully actualized.

KeUy (1995: 64) promotes the imperative that each person must be defined as an individual and

not as a mere representative of some larger group, and each individual must be encouraged to

define him or herself in this way. Tills is the significance of Sartre' s (1952) assertion, as cited by
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Kelly (ibid), that existence precedes essence: the individual first exists as an individual. What he

or she becomes is his or her own responsibility and choice. While collectivity, partnership and

networking are important concepts in the participative management paradigm, the implication of

Sarte's assertion for participative management, is that opportunities must be made available for

the promotion ofindividualism.

This then., arguably, becomes the foundation on which the building blocks for a partnership, In

managing education systems, can evolve. Support for this view is found in Poster and Day's

(1988: 201) acknowledgement that both the individual as well as the system have needs which are

often found to be in conflict. However, they claim that in-sen;ce educators bring the needs ofthe

system and those of the individual closer together. It is within the system that opportunities for

growth and development of indi..;duals can be created. Poster et. al. (ibid) thus, maintain that

in addition to helping teachers develop ways of changing the system, in-selV;ce educators must

also assist the system to find ways of actively helping its teachers to develop.

Wyn and Guditus (1984:10) warn that mechanistic organisations, with their precisely defined

limits ofself-contained job responsibility and rigid interaction-influence systems, fail to tap theIr

o"n abundant reservoir oftalent. This \;ew is echoed by Paisey (1992: 124) who claims that such

management structures articulate fixed positions and prescribed subordinate-superordinate

relations and do not pro,,;de for change. Subsequently, asymmetrical relations and dysfunctional

organisations emlve Jenkins (1991: 165) insists that machiavellian and manipulative techniques

be abandoned by school leaders. They have to be replaced by open collaboration and negotiation

because management, in Jenkins's ,,;ew, is mainly about, among others, valuing human bemgs

and making their strengths effective and their weaknesses irrelevant.

2.3. U Developing productive skills

According to Theory Y man, as homo {oquens (talking man), cannot be regarded as passive

recipients ofdirectives and dictates by managers who reduce them to objects of manipulation

Manipulative management practices creates what Perry (1966), as cited by Schoefield (1980

179), describes as an 'irresistible spell' (prominent v..ithin the realms of autocratic organizations)
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which binds the minds of the indoctrinated and reduces them to a state of 'hypnotic fixation'.

SchoefieId (ibid) claims that a particular way ofthinking is inculcated, and this in turn manifests

itself in a total way oflife. A 'tunnel vision' is hereby developed in the individual and this results

in what Marx (HaraIambos, 1987: 42) calls 'false consciousness'. This means that a false picture

is created ofthe nature ofthe relationship between the manager and the managed. People are thus

turned into automatons - the very negation oftheir ontological vocation to be more fully human.

Their subservient status within the organisation is regarded as natural Subsequently, the

dichotomous relationship between the manager and the subordinate is entrenched and sustained

Hargreaves & Hopkins (1994: 133) cite Barth (1990) who states that what is dangerous and self­

defeating about the gap between the manager and the managed, is the mind-set that informs it

One directs and dictates and the other listens and follows. It is an approach parallelling Theory

X, which encourages someone to do something to someone else: it is about control rather than

development and growth. This leads to what Paisey (1992: 55) calls the 'top-down' strategy

which is essentiallyprescripth'e in nature. Objectives in this case emanate from a single individual:

characteristically the head of school - or a very small group of senior staff By a hard process of

telling and directives or the softer process of selling and consultations, each sub-group and finally

each individual is obliged or is persuaded to adopt them. This approach to management is In direct

contradiction to the participative taxonomy of management

Freire (1972) emphatically resonates that to alienate people from their own decision making is to

change them into objects He implores that to be fully human is to be a subject, a decision-maker

and not an object. This view was also expressed by one of the most outstanding educationist of

the seventeenth century, namely Comenius (1592-1670), who argued that 'man is nol a hfock

ofwoodfrom which yau can'e a stallle which is complete~vsubject to your will, he is Cl lil'ing

image, shaping, misshaping and reshaping itself'. Despite the rejection of rigid control

mechanism in school management. such control mechanisms are evident in organisations where

the scientific theory ofmanagement is adopted. Hence, a dysfunctional and counter-productive

organisation evolves because it stunts the development and growth ofpersonhood.

A strong for a 'bottom-up' approach to education management is made by Poster and Day
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(1988). According to them, objectives in the bottom-up approach to management are articulated

and refined by a process which begins with the personal objectives of individual members. It

continues at the levels of persuasion and compromise when working groups within the

organization, such as teams or departments in schools arrive at a collective view. All such views

are then synthesized and negotiated to form a set of shared objectives for the organization as a

whole.

This strategy, therefore, formal1y takes account ofthe interests of everyone and seeks to express

objectives in terms of the wishes and perceptions of the current membership of the organization

Poster et. al. (ibid) finnly believe that partnership grows when the partners are willing to cede

some of their autonomy by encouraging and harnessing widescale participatioll. Lelthwood.

Begleyand Cousins (1992 142) wam that without the school leader's willingness to equitably

distribute power for decision-making among members of the school (and teachers willingness to

accept the power thus offered), true collaboration seems unlikely.

Participative management endorses Comenuis's (ibid) philosophy of what man is not and serves

to provide opportunities for the development of productive skills through dialectical discourse

Organizational members can thereby assess and expose the truth by discussion and disputation

Democratic principles of freedom ofexpression are therefore regarded as essential to partlel patlve

management This view is expressed bv various contemporary writers such as \\'hitaker ( 1ge) 3 I

Hargreaves and Hopkins (1994) and "-IcLagan and Nel (1995).

:U14 Developing receptive skills

Continuous discussion and disputation results in stimulating Van der Stoep and Louw's (thid)

second characteristic of man, namely man as homo sapiens (thinking man) Descarte's (l920)

famous philosophical aphorism 'I think, therefore 1 am' is an urgent appeal to mankmd to engage

in metacognition, which according to Plato (1974) and Socrates (1954), is a kind of 'pondering

reflection'. Freire (1972) incarnates a rediscovery ofthe hutfl..anizing vocation of the mtellectuaL

and demonstrates the power of thought, to negate accepted limits and open the way to a ne\\

future In participative organisations, the managed becomes critical co-investigators m dIalogue
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with the manager. The importance of thinking is also highlighted by Socrate's maieutic method

(Barrow, 1983: 21). He used this method to teach his contemporaries how to think. for themselves

with the purpose ofliberating the mind from mental fixation.

Participative management endorses this method because in a democracy, it becomes important

to urge contemporary society to think about the principles that govern their lives. This view is

supported by Kelly (1995: 112) who claims that the development of the capacity for autonomous

thinking is a major part of the process of individual empowerment which is also seen to be a

crucial function ofeducation in a democratic context.

Gardon (1994: 45) warns managers about the consequences of the lack ofthought when he states

that in a democracy where there is little thinking, the bureaucrats begin to reign uncontested since

the cliches that guide their work will never be challenged. He therefore insists that, when

democracy tends towards facism, participative management should play a subversive role in

educating people on how not to support such trends, how to reject them and how to disobey

those who promote them The development of receptive skills therefore have an Important

function in the management and governance of schools.

2.3. I 5 Developing inquiry skills

The stimulation of a response again>! oppression (non-participation) requires the homo faber

(creating man) to emerge Man needs to create innovative wavs in which to subvert the

psychology of fatalism martifested in autocratic institutions so as to liberate the self

Existentialists, such as Buber (1958), are in agreement with this view \vhen they state that

'freedom is neither a goal nor an ideal. It is the potentialfor action. ' The development of inqUIry

skills become critical to ensure that education stakeholders are not complacent in the performance

of their duties and functions. They need to take an active role in seeking information and

questioning processes and policies which are questionable. The philosophical assumption of

existentialism namely, '1 am what [ do' suggests that the individual is responsible for shaping his

mm world. Schools therefore need to adopt management modes that provides opportunities for

active participation in policy decisions.
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An individual who feel subordinate within an organization, would have to assume full

responsibility for his oppression because ofhis failure to actively participate in transcending his

diminutive status. Therefore, participative management embraces Sarte (1952) assumption that

'to be is to act and to cease to be is to cease to act'. People in participative organizations are

required to act on the environment to effect change, rather than expect to fit in.

2.31.6 Developing flexible attitudes

Participative management requires the traditional manager to step down from, what Fullan (1991 )

calls, his 'ivory tower' of authoritarianism in order to embrace the principles ofdemocracy The

result vvould be a humbling experience that serves to reduce egocentricism which is so

pronounced in the scientific model of management. As difficult as it may sound, it IS the writer's

considered opinion, that any manager, even those who espouse arrstocratic attitudes of

superiority, is capable of successfully achieving this because of the innate characteristic of man

as homo ludens (playing man).

By acknowledging and exploiting this characteristic, harmonious and more manageable

environments can be created. Morphet, Roe and Reller ( 1982), Wynn and Guditus (1984), and

Jenkins (1991), are all in agreement that organizational success depends upon the effectlveness

ofall its members, working in harmony. The participative mode of management seeks to reduce

the anguish, stress and strain of everyday life in the workplace by acknowledging what Van der

Stoep and Louw (ibid) call homo llldefls as a stress-reducing charactenstic ofman.

In their study, Dekker and Lemmer (1994: 424) offer another perspective when they state that

humour often empowers one to distance oneself from one's own certainties, to question one's

own position and to reconsider a particular stanCe. \Vhen such an attitude prevails, it releases

creative thinking and often creates new possibilities. A sense of humour is a valuable resource for

any manager to have because, according to Dekker and Lernmer (ibid), it can assist, to a certam

extent, to ease the tension that may build up in complex organizations.

In their study of staff relationships in three primary schools, Nlas, Southworth and Yeomans
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(1989: 85-87) observed that humour was actively used by principals and teachers to create and

maintain a sense of belonging by making work and interaction with colleagues pleasurable fun.

Their research revealed that humour also encourages people to admit openly to their own failings

and so avoid the tensions and frictions which could arise from defensiveness. The homo ludem

ofman serves as a contributory factor in achieving sound human relations during the day-to-day

management ofan organisation. It becomes imperative therefore, for managers to develop flexible

attitudes so that they are able to deal with different situations in the most appropriate manner

Management and governance practices, that aim to suppress any or all of the above characteristic

of a human being, are in effect a violation of an individual's basic human rights. It contributes to

a degenerative rather than a progressive organization. Participative organisations aIm to develop

the whole person, and enhances the overall climate and atmosphere of the school '.vluch can be

seen as invaluable crucibles for the personal efficacy ofall those who work and learn there. Hence,

the organisation is built around the contribution of skill of people, not on fixed roles (Jenkms

1991 151)

2.3.2 Principles ofparticipative management

2 3.2. t Leadership

It would be a misrepresentation ofparticipative management to suggest that only school principals

are leaders in the school and everyone else merely follows and adapts according to his or her

principal's leadership style. A review of literature on leadership will be done, mth partIcular

emphasis on the school principal The following discussion \vill be done with specIal emphaSIS on

the principal as a leader.

(a) Leader as catalyst for transformation

E\idence ofleadership prmided by various authors such as SergiovannJ (I 984), CaIdwell and

Spinks (1993), Bennis and Nanus (1985), and Bayne-Jardine and Hoily (1994) reveal that

leadership is one of the most important features in the management of educational mstltutions In
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Caldwell and Spinks's (1988; 1993) view, it is the leader who serves as catalyst to the

implementation oftransformation.

It must be emphasised the principal's role as a leader extends beyond the implementation of

transformatory policies to effect participative management. Here, the focus is not on duty that

results from his role, but on his role which results from specific tasks for which he is primarily

responsible. In other words role in general, is not a static designation but becomes a dynamic

entity which shifts in relation to primary tasks performed at any given moment

(b) Leader as co-partner

Once the policies are in place, the school principal becomes a co-partner in collaborative decision­

making and governance. Wynn and Guditus (1984 33) provide a useful perspective of leadership

and participation. They perceptively state that

'Sharing the decision-making in an organization does not imply abdication of the

leadership responsibilities of the administrator. What it does require is a different

attitude toward managemelll and a hem'ier reliance 011 conceptual mId interpersonal

skills. Leadership in a participative~)' managed orgmlization is not finding out in which

direcrion Ihe crowd IS going and then mnl1lng 10 get 10 the head of If, lr is, among olher

things, beil/gable to redefine e/fectll'i!lr Ihe lllstitulion's mission and being able to take

a philosophical~v sound stmJd un major iss1Ii:s that cunfront the urganization. It inmlves

collective leadership that is designed to promote the growth of each member of the

group,

In the South African context where greater pressure is placed on school leaders as a result of,

among other, increased power granted to learners, educators and parents, it beCDmes imponant

to reiterate Wynn an Guditus's statement that 'sharing the decision making .. , does not Imply

abdication ofthe leadership responsibilities ofthe administrator " On the contrary, 'what it does

require is a different attitude taward mmzagemelll and a heavier reliance on conceptuaf and

illterpersonal skills " This view is acknowledged by a number of contemporary writers on school

leadership as discussed in this study.
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(c) Leader as participative manager

Gray (1982: 103) states that the key attribute of the effective principal, is the skill he displays in

personal relationships and the effectiveness of his human relations. Thus, the capacity to work

with and through others, assumes paramount importance. His role is thus, transformed from

exclusive leader to co-partner by developing mechanisms to broaden participation in management

processes. This is contrary to the management style displayed by the traditional, or as Keith

(1991: 62) calls it, the heroic leader who adopted the technicist mode of controlling the system.

Of significance is that the leader's role as a participative manager is weighed with additional

junctions in the sense that it extends beyond the functions, tasks and duties afforded to the co­

partners of the school.

(d) Leader as mediator

It is acknowledged that schools consist ofindividuals with divergent \iews and interests. Conflict

situation are ine"itable as co-partners engage in negotiations, discussion and disputation. To

promote the principle of impartiality, the principal has to be a mediator rather than take a bias

position. 1-1 Hence, the school leader should take cognisance of Leithwood, Begley and Cousins's

(1992 89-90) "iews about how, what they regard as. expert leaders of future schools solve

pro blems Whilst they provide a number of suggestions tn respect of collaborative problem

solving skills, two dichotomous concepts are noteworthy, namely 'cognitive tlexibility' and

'cognitive errors' In their study on Developing Expert Leadersfor Future Schools, 'cognitive

flexibility' emerged as a noteworthy feature in how experts solved problems both individually and

in groups. Leithwood et al. (ibid) pro"ide three definitions of this concept, but of particular

significance to school managers in the current South African climate is the operational example

that (1992: 91-92);

'cognitive fleXibility is the ability to exercise control over one's own thought processes

and feelings, the ability to detect that one has gone dmrn a blind alley and the

See Leithwood. Begley and Cousins (1992) for a table of companson between ex:pert
school leaders ' and t}pical school leaders 'problem sol\'ingprocesses.
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willingness to back up and consider other alternatives. Cognitive fleXibility also means

being open to the views of others, not being held hostage by one's own previous

experience (eg. not seeing every new problem as just a version ofan oldproblem) and

being able to change one's interpretation of a problem when confronted with new

information.

It is also important to heed Leithwood' s, et af. warning that cognitive flexibility never involves

what Bolman and Deal (1984) refer to as 'over-responsiveness' or 'spinelessness'. Evidence from

research findings by Leithwood et al. (ibid), indicate that typical (traditional) school leaders were

inflexible and static in the management styles, as one principal stated 'J was doing this exact same

thing twentyyears ago.' According to the authors above, evidence among typical principals found

the kind of cognitive 'errors' associated with inflexible thinking in other fields of activity. Such

principals, for example, were prone to set priorities for problem-solving based solely on how

emotionally vivid or immediately pressing the problems seemed to be. Keith and Girling (1991.

121) espouse the view that collective problem solving and collaborative decision-making are at

the heart of school management In support of a negotiated settlement, the school principal needs

to facilitate consensus among partners. He, therefore, serves as mediator during conflict situations

among different interest groups

(el Leader as initiator of participation

It is the view of many authors (Poster and Day, 1988; Jenkins, 1991 and Paisey, 1992) that it is

the leader who should promote a participative ethos. Hence, the leader is assumed to be the

initiator of participative management who initiates a move towards shared organisational goals.

In the participative context, the role of the principal is an all-encompassing one that cannot be

defined by means of specific duties and functions. He, therefore, needs to be flexible in his

approach to people and to the manner in which he manages the system

(f) Leader as visionary

Not,,'ithstanding the individual within the school as co-partner, the leader becomes a ~isjonar)'
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who identifies and acknowledges the capabilities and expertise of individual partners and matches

these with relevant tasks. In this way he allocates the best resources to the relevant areas of need

and makes an invaluable contribution to a culture of teaching and learning. The importance of

being a visionary is strongly supported by Bermis and Nanus (1985: 174) who claim that it

enhances the effectiveness of leadership and provides the leader with insight into a realistic,

credible and attractive future for the school.

Leithwood, et of. (1992 : 30-31) express the view, that no matter what type oforganisation or

the conception ofleadership, a vision or picture of what the organization ought to be, seems to

be vital to the success, especially during turbulent times Leithwood et aJ. refer to Steven's (1986)

study of the visions held by elementary principals and found that principals with more effective

patterns or styles of practice had more extensive, detailed, and integrated visions than did

principals with less effective styles. It becomes necessary to emphasise that a vision should not

be imposed on others who are then coerced into implementing it. It may be initiated by the leader

and thereafter, communicated to members of the organisation so that opportunity is created for

vYidescale input. The vision may thereby be enhanced and refined and finally accepted as a result

of participation in developing the \ision

~ote must be takeR that the above does not mean that it is the leader who articulates a vision for

the school which becomes shared bv other school members, as revealed by Smy1h 's (1993- 26-27)

critique of Caldwe]] and Spinks's (1993) perspective This perspective indicates_ that the leader

articulates a vision for the school which becomes shared by other school members. Not only is

there a lack of appreciation of the importance and complexity of cultural politics, as suggested

by Smyth (ibid), but also there is a taken-for-granted assumption that the appropriate cultural

expectations ofthose associated with a school will be embodied in the particular values and vision

ofthe leader He argues that the elitist implication of this view is that not only are leaders more

visionary than anyone else, but also they are more trustworthy. This approach seems totally

consistent with the traditional management profiles \vhich have attempted to secure the consent

of subordinates and build it into otherwise unchanged forms ofmanagement controL

The participative management approach adopts Bayne-Jarmne and Holly's (1994 24) view that
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'visioning is an effective method ofnot only climate setting hut also uniting the staffas it sets

out on the first stages of its developmental journey. ' Hence, both the system as well as the

individuals ~vithin the system are beneficiaries of school leaders who are visionaries.

(g) Leader of facilitator of capacity building

In response to the need for staff development programmes, the leader needs to facilitate capacity

building opportunities. Such opportunities are made available to enhance individual skills and

expertise. This view is advocated by Wynn and Guditus (1984 35) who argue that the strength

ofa participative approach lies in its potential for developing the leadership abilities of individuals

and for creating factors that could act as substitutes for leadership. Participative management,

they claim, promotes the latter by helping to bring about, among members ofthe group, a closer

identification with the mission and goals of the institution. This commitment serves to promote

group cohesiveness. Keith and Girling (1991' 73) adopt a similar view when they state that

identifj.1ng and building on the expertise of others, is a salient characteristic of participative

leaders.

(h) Leader as critical monitor

The awareness of the current demand for accountability necessitates the leader to become a

critical monitor of the education system This is done through constant and critical appraisals,

evaluation and retlection on change, current school policies and practices in view of quality

assurances. The leader needs to actively collect information on all relevant educational issues

(induding curriculum reform, innovative methodological advances, new teaching materials and

policy directives) Poster et af (1988: 91) concill' that the school leader who understands how the

system works can have considerable power to influence it.

(I) Leader as information manager

Kelly (1995 142) argues that leaders may indeed leel that the decision concerning the direction

in which things should go, ought to be taken democratically. It is important however, that such

decisions are reached on the basis ofmaximum information and understanding Information about



Participative Management and the implementati<>n ofselected educati<>n policy documents in KZNschools 64

the system also needs to be effectively disseminated to all relevant stakeholders (including parents,

pupils and sponsors) in response to the current call for transparency. The school leader, therefore,

serves as an information manager.

G) Leader as innovator

Working in a climate where finances are depleted, skills and knowledge are lacking, resources are

minimal and pupil intake are maximised, the leader has to be an innovator who is capable of

getting exceptional results from unexceptional resources Paisey and Paisey (1987 4) call this

effective management - especially when carried out in unpropitious circumstances Put differently.

Gray (1982: 105) claims that it becomes a possibility that the manager who departs from an

e"l'ected profile (traditional role ofthe authoritarian) in a positive way, makes more creative use

of his opportunities than the manager who appears to be unnecessarily constrained by factors

within his environment or by the intentions of those with whom he Tegularly works.

In support of the dynamic role in \vhich the school leader finds himself, Jenkins (1991: 163)

convincingly argues that a school leader is no longer the controller and director, but the

transforming leader. Jenkins (ibM) claims that if we see in schools the beginning of the end of

hier.archy and bureaucracy, an emphasis on empowerment, responsiveness to the customer.

alliance \vith stakeholding, a 'learning organisation' constantly changing and adapting, and

'control' arising from a concern ",ith quality, then we can see the school leader as, imer alia

*

*

*
•
•
•
•
•

envlslOner

empowerer

team builder

bureaucracy-buster

freer ofinfonnation

carer and valuer of staff (pupils and governors)

demander of integrity

culture-builder
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Writers such as McLagan and Nel (1995) acknowledge that school leaders are faced with major

challenges. The biggest challenge is, however, being effective as a leader especially in the early

years of transformation As a visionary, a leader not only projects images for transformation, but

also acts in a democratic manner to facilitate transformation and growth. The concluding appeal

in Bennis and Nanus's book on Leaders (1985: 228-9) is appropriate to reaffirm the need for

participatory leadership:

'Withollt leadership ofthe Idndwe 've been callingfor, it is hard to see how we can shape

a more desirable future for this nation or the world. The absence or ineffectiveness of

leadership implies the absence ofvisiall, a dreamless society, and this will result, at hest,

III the mamtenGnce of the stallls quo, or at worst, in the disintegration oJ (Jllr s(Jcie(l'

because oflack ojpurpose and cohesion. We mllst raise the searchfor tleH' leadership

to a national priority. We desperately need women and men who can take charge, and

we hope thatyou, the reader, will be among them. What can be more consequential and

impiring)'

Shared organisational goals

One of the key principles of participative management is that organisational goals must be

negotiated bv the relevant education stakeholders. According to Keith and Girling ( 1991' 4 I ), the

following steps are critical to ensure involvement in management

•

•

•

•

Develop a set of written values that summarise the organization' s commitment of

participative management

Get the personal commitment ofthose at the highest level.

Train teachers (stakeholders) to develop the necessary skills so that they may participate

in key management processes and decisions.

Connrrn that information flows up and down the organisation.
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* Begin with broad involvement in the planning process.

Long (1986: 2) however, perceptively argues that peripheral involvement, of parents for example,

like checking on homework and involvement in fund-raising campaigns are necessary but it fails

to incorporate parents as active partners in the promotion of educational ventures. It is widely

accepted that sharing and collectively deciding on organisational goals promote a partnership

ethos. Therefore, in order for a system to function smoothly, proper co-ordination and careful

planning is necessary to prioritize needs and objectives.

According to Poster and Day (1988 20 I) all interest groups must form part of the planning

process because the education system does not exist in a vacuum it forms part of the community

and should respond to the needs of the community. Priorities must be made in consultation with

input from grassroots level.

To ensure quality assurances, seSSions for regular analysis and evaluation is necessary.

Participation in such processes eliminates conflict and suspicion. A joint effort in setting targets

and working towards its goals, create a sense ofownership of decisions and adds value to the

quality of the goals It is through negotiating objectives relevant to a specific context, that

consensus among members can be reached. Hence, the success of the system becomes a possibility

because the various sub-systems (stakeholders) work harmoniouslv towards the achievement of. .

shared (organisational) goals. In pursuit of the same argument. \Iorphet, Roe and RelIer (1982),

Wynn (1984) and Jenkins (1991) all agree that success of the system depends upon the

effectiveness ofall administrators, governors and staffmembers working in harmony Of particular

importance is that a sense of shared values is created through the participation of members within

the school community

Bayne-Jardine and Holly (1994:77) provides a valuable argument for the acceptance of' shared

values' to the point that staff loyalty becomes an obvious feature of the school. This, they state,

may involve recognition of staff opinion irrespective of position or status; it may be developed

through social activities, mutual support or more formalised tine management systems; it may

hinge on the interpretation ofthe vision ofthe school or simply on institutional loyalty, and it may
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be related to an indefinable group chemistry which binds a group together adapting over time but

still concerned with 'the way we do things here'. Bayne-Jardine et al. (ibid) make the point that

where the team is strong, the objectives of the school are accepted by all, and fair dealing is

known to exist. Difficult decisions can therefore be palatable.

2.3.2.3 Accountability

According to Dennison and Shenton (1987: 95), every educational institution is accountable in

a number of ways to parents, to children, to governors, to the education committee, and to the

community at large Often the demand for change arises in response to the recognition of

accountability. However, when this does happen, they argue, the existing organisation and the

curriculum must be maintained at a satisfactory level at the same time as plans for responses to

anticipated future development are being considered, developed and finally implemented.

CaldwelI and Spinks (1993: 141) provi.de the following six important purposes of accountability,

as they have emerged in the 1990s. These, they state, may be expressed in terms of the intended

target and the nature of information to be prmi.ded Each implies a 'right to know' as far as that

target is concerned:

•

•

•

•

accountability of the school to the student and parent, with regular reports of student

progress and achievement during each year of schooling:

accountability ofthe school to parents and the local community, with reports of a general

nature being furnished from time to time in relation to the achievement of expectations;

accountability of the school to the school system, with reports of varying specificity on

the achievement of goals, priorities and standards, including the manner in which

resources have been deployed;

accountability ofthe national government to provincial governments, as provincial
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strategies for educational reform have emerged, with reports on the extent to which

school systems have attained targets or standards which have been mutually agreed or are

a condition offunding (the writer has substituted the concepts national and provincial for

state and national respectively, because the substituted concepts are relevant and relative

to the South African context);

• accountability of government and systems of education to the community, especially in

respect to the extent to which resources have been provided to enable schools to achieve

expectations which have been set for them.

Hargreaves and Hopkins (1994: 3) wam that ifaccountability is used as the major instrument for

promoting school effectiveness by undermining the processes of planning, which involve delicate

human relationships, then it could lose all its potential as a means of school improvement. There

must be a balance between accountability for the development of personal growth and that of

systems development. Hence, each person is simultaneously accountable for self-improvement

and environmental transformation. Members ",ithin the school system, therefore, should not

expect merely to fit into their environment, but are accountable to act on (manage) it for the

purpose for transformation and growth All education stakeholders, whilst individually

accountable for their own personal growth, are collectively responsible tor the nature and

character of educational planning, provision and the quality of educational outcomes

A school's development plan has to consider both the process and the product if it is to be

empowering. This view is expressed by Hargreaves and Hopkins (ibid) who state that if

principal's use the school's development plan in a managerial, bureaucratic and unduly rigid way

as a basis for accountability, this may subvert the more collegial, participative and pragmatic

approach which they are convinced is necessary ifdevelopment planning is to be empowering. At

its best, development planning draws the school staff and the school's partners together in the

creation and implementation ofwhole-school policies and planning. In this way planning helps a

school to shape its values, mission and culture, and to do so in a more self-conscious and explicit

way that improves morale, communication and commitment to the fundamental purposes of better

teaching and learning
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2.3.2.4 Transparency and reciprocal trust

Before April 1994, schools., as symbols ofthe destructive education system, were soft targets for

attack from disillusioned and disgruntled parents, pupils, and teachers. Attitudinal changes are

required so that schools can become monuments of pride and progress. However, community

support for the school and its concomitant management team, is vital in the current atmosphere

oftransforrnation. Jones (1980 170) develops this point further by stating that if a principal builds

an atmosphere of trust in which he recognises his own as well as the student's and staff's

(including school governors') strengths and limitations, they will be more able to help each other

and build a more genuine and realistic sense of co-operation.

Keith and Girling (1991 72) cite and McDonough, (1985) who see trust as the fundamental

cement that binds an organization together, facilitating good communication, rectifying badly

timed actions, making goal attainment possible, and creating the conditions for organizational

success. Trust and honesty in management and governance practices are invaluable features for

community support In order to win the support ofparents, all management and governance duties

and functions need to be performed in an open and transparent manner

Transparency fosters mutual trust among all stakeholders and creates a system where every

member is treated with respect and dignity. Long (1986: 2) states that Woolfendale (1982), Deer

(1980) and Woodhead (1981) claim that any involvement v/ith parents at the level of partnership

must demonstrate the cardinal principle ofreciprocity: mutual involvement, mutual accountability,

mutual gain and mutual trust The closer the parent to the education of the learner, the greater the

impact on the learner's educational development and achievement.

2.32.5 Open information systems

It is important in the light ofa society in transition, that information about changes are explicit and

open This view is supported by Leonard (1989: 24) who claims that under present day

conditions, information has to be shared much more widely. In the context of the school, changes

with regard to national and provincial policy documents, the schools procedures, role and
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resource allocation, etcetera are all aspects of change which need to be communicated to the

necessary constituencies. This may be done through regular meetings, workshops, rotation of

policy documents to members of staff and the school's governing body. These are important

procedures to enhance open communicative systems where people can express their thoughts and

feelings freely. By working together in this way, the principles oftransparency, accountability and

trust are promoted.

Nias, Southworth and Yeomans (1989 70), in their study ofstaff relationships in primary schools

observed that working together involves an acceptance that everyone in the school has feelings,

and is making an emotional as well as a professional investment They observed that direct

expression of views or feelings were valued for its therapeutic effect and interpersonal

communication Experienced staff saw that it also enabled people to learn from one another in

enjoyable ways. The free exchange ofwork-related information and ideas contributed both to the

professional development of the whole staffand its social cohesion, that is, it simultaneously built

up the team and developed the group.

23.26 Impartiality and tolerance

Smith (1993: 168) argues that professional educators, whether they be involved in policy-making,

administration or teaching, are inevitable in the business of judging and deciding what ought to

be done. This, he claims, is a moral enterprise. Education is about values. \Vhether they are

determining ends or means, educators cannot escape a commitment to values such as open­

mindedness, tolerance and cultural sensitivity.

A culture oftolerance is thus necessary during the phase of integration when people from diverse

educational backgrounds are required to work together. As a result of differences in educational

and management experiences, understanding and time are required to allow the inexperienced to

grow in stature through participation and involvement in management and governance

opportunities Impartiality of treatment is a prerequisite for the development of self-confidence

and self-esteem which subsequently promotes the quality of communication and interaction.
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2.3.2.7 Participative decision-making and synergy in management

Synergy in management is identified by Caldwell and Spinks (1993: 75) as one of the

fundamentals in the culture of self-management. They claim that synergy is generally understood

to mean, in simple organisational terms, that a group working together can achieve more than

individuals working separately. According to Whitaker (1993: 13 8), when people come together

to serve aims and purposes to which they are mutually committed then s)llergy seems to be

created. The idea of synergy in management is an interesting one as it narrows the gap between

the leader and the follower. The reconciliation between the two seemingly dichotomous roles in

management, makes their respective positions more acceptable to both parties in the management

and governance equation In terms of synergy, the entire education system is subsequently

directed towards enabling the school, ,-vith its board of management striving together, to attain

optimum outcomes.

[t is argued that through involvement and participation, it is possible to maximize human

resources and skills. It also influences commitment and energy to create a potent and astronomical

power base for transformation, reconciliation and success. Wilkinson and Cave (1987: 120) offer

an interesting fourfold clarification of participation in which they distinguish bet'..veen 'one man

rule', consultation, delegation and participation. The first category suggests that decision- making

resides with the head allowing no opportunity for other staff to become involved. Consultation

entails seeking the views and opinions ofothers although they may not necessarily be reflected

in the decisions made. Delegation refers to the head's authorization for members of staff to act

on his or her behalf

Participation implies joint decision-making in that stakeholders share responsibility and engage

in genuine partnership, Wben decisions do not directly affect stakeholders and is of rn.i..-nmum

importance, leaders may adopt the first two modes of decision-making. When delegating duties,

circumspection is necessary, because appropriateness to assume the duly must be considered.

Hmvever, when a decision requires consensus, then the participative mode becomes imperative.

Wtlkinson and Cave (19&7: 117) cite the following advantages of participative decision making
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*
*
*
*
•

more inputs to alternatives and their evaluation;

individual bias is reduced;

increase in understanding by members;

increase in acceptance by members;

broader range of values and interests.

Roe and Drake (1980: 106) however, warn that participation and sharing of power does not mean

a faculty needs to get together every time a decision is made. This in itself, they believe, would

be poor leadership I The main objective in participative decision-making is to reach consensus.

According to Caldwell and Spinks (1988: 197), two criteria must be satisfied in achieving

consensus:

•

the decision or outcome must be high in quality, that, is, it must be effective in terms of

solving the problem or achieving the goal, and

the decision or outcome must be acceptable to those who must implement it or who will

be affected by it. In all approaches to decision-making, quality and acceptance should be

the goals.

Participative decision-making therefore entails a preparedness to incorporate all school

participants in an active and inclusive process of questioning, challenging and theorizing about the

social, political and cultural nature of the work of schools (Jenkins, 1991. 190). According to

Wynn (1987: 112), group decisions are almost always superior to indi;idual decisions when

*

*

*

the problem is not easily conceptualized;

the problem requires reasoning through a series of interdependent stages; and

the problem requires continued coordination and interaction of a number of persons for

effective implementation.

Participative decision-making develops critical thought processes and enhances inquiry skills.

Such processes improves understanding and knowledge of policy documents. It is also all

effective mechanism for exposing exploitative management modes that may hamper participation

and stunt development and growth.
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2.3.2.8 Empowerment and capacity building

According to McLagan and Nel (1995: 92) both leaders and followers have colluded in coercive

and dependent relationships for so long that the dependency and subordination of followers, and

the supremacy ofleaders have become unquestioned principles. Management hegemony becomes

the norm and the undermining ofhuman potential becomes the practice. The challenge to subvert

such a situation is great, but not impossible. Empowerment and capacity building are important

principles of participative management, especially in the light of the changes taking place in all

spheres oflife.

Biott and Nias (1988 133) provide a model ofchange which suggests that it is a personal process

involving an act ofcognition. They warn that to neglect the person within the change is to see the

individual as passive and unable to shape events. When individuals are so perceived, change is a

form ofbereavement so that it is experienced as a deep sense of loss This sense ofloss promotes

disempowerment for the individual who feels that events are out of his or her controL

The principles ofempowerment and capacity building presupposes successful interaction with the

environment (system). Keith and Girling (1991: 38) cite Carpinter (1971) who sees empowerment

as having two dimensions structural and psvcho-social (Ibl<!l Structural changes can affect the- ~. . ~

positional power and increase employee satisfaction Flat, as opposed to hierarchical

organizations appear to increase satisfaction, especially when there is greater opportunity to

exercise authority by all members of the organization There is thus a paradigm shift away from

leadership acquired through positional power, towards leadership as an enabling characteristic of

person power.

Capacity building and empowerment are essential principles to support programmes for the

development ofan enabling management team in education systems. It adds value and quality to

the practices of school management and governance The possibility (through capacity building

and empowerment) of participating on the education board of management, contributes to a

greater sense ofmastery and self-esteem. Keith, et al. (ibid) believe that when employees at the

lower levels of the organizational hierarchy have a chance to share in power from above, they feel
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greater fulfilment of their psychological needs, experience greater team identity, and are more

cooperative.

Community participation in educational affairs breeds psychological and social satisfaction among

its individuals because as Freire (1972: 114) says, men are fulfilled only to the extent that they

create their world (which is a human world), and create it with their transforming labour. Such

fulfilment is an empov,'ering necessity to develop a liberatory pedagogy to which the community

at large is the beneficiary. In other words, once individuals are sufficiently empowered, they will

be capable of making sound judgements about the development, utilisation and management of

resources.

However, when a bottom-up approach to management is instituted, the complexity of the

interaction is not to be underestimated. Long standing leaders v.ithin the organisation need to be

understanding and tolerant ofteething problems that may come to the fore when new-corners are

given governance portfolio's. Well co-ordinated capacity- building programmes to empower such

new-corners need to be planned for.

2329 Equity

This principle reters to both equity in terms of opportunitY" and equity in terms of provision What

underpins this principle, especially in the South African context, is a need to redress past

inequalities in education provision and also to create equal opportunities for education

stakeholders who were previously excluded from decisions about education policies and

processes. Caldwell et af. (1992: 69-70) make a convincing argument in support of equity which

is worth noting. They claim that:

'The strength ofa school's culture may be illustrated with reference to equity; that is.

the belief that all students ought to receive atl education which enables their ful!

potential to be realised, taking account ofparticular individual circumstatlCes. A strong

culture which reflects this belief would see all members of the school community

committed to this mllle. with verbal matll!estatioJ1s in aims and objectives which make
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clear that the educational needs ofall will be addressed and which specify targets for

achievements where possible and appropriate: a curriculum which shows the porticular

ways in which this will he done: the use oflanguage which recognises all children rather

than marginalising or excluding some, metaphors which focus attention on the value of

equity: organisational stories which highlight the success of the school in meeting a

particular challenge in the past: organisational heroes, including swdents who have, for

example, been successful in overcoming some particular disadvantage, and teachers who

have contributed in outstandingfashio/l along the way: and organisational stnJctures

and processes which ensure that needs can be identified, priorities set and resources

allocated'

It becomes clear from the above that equity requires co-operation, tolerance and understanding

as interactive processes for opportunity and space to develop and advance interpersonal growth

cmd systems development. Adarns (1993. 29) however warns, that if any equity progranune, such

as employment equity, is to be functional in both social and economic terms, then its primary

objective must be the advancement of equality. Equalization ofopportunity and not the grant of

favours to the disadvantaged should be the leitmotive. Human resource development, and

education and training in particular, then become the intermediate priorities

In order to redress the imbalances in education provision. needs must be identified and resources

distributed to those areas most affected by discriminatory education policies and practices. This

is an important step towards the transformation ofa society divided by, among others, education

and economic deprivation, racial tension and gender discrimination. It is e,ident from the above.

that attempts are necessary to reconcile the gap between administrative personnel and other

individuals. The plan for participation as proposed by Keith et a1. (ibid), should avoid clear and

distinct role specification as this limits the indi,iduals knowledge and skills in such a way that their

participation in other areas of school management is hampered. Hence, skills and tasks are

matched so that role differentiation does not undermine effective task completion.
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2.3.4 Features ofparticipative management

23.3.1 Decentralization and horizontal power relations

The global call for the decentralization ofeducation systems, makes decentralization an important

principle for the discussion ofparticipative management. Caldwell et. al. (1993: vii-viii) reveal

that the most centralised of state education systems in Australia in New South Wales, for

example, is being transformed, with a learner central arrangement directing and supporting

schools which are moving toward self-management. In the United States self-management, or

school-based management as it is called in that country, is emerging as a major element in a series

of related reforms in a comprehensive restructuring of education.

In these countries and others, the central authority, wherever located, retains a powerful but more

focused role, determining broad goals, setting priorities and building frameworks for

accountability. At the same time, appearing paradoxical at times, major responsibilities are being

shifted to the schoolleve\. There is thus simultaneous centralisation and decentralisation

Caldwell et al (1993:4) claim that decentralization is administrative rather than political, with

decisions at the school level being made within a framework of local, state or national policies

and guidelines. The school remains accountable to a central authority for the manner in whlch

resources are allocated. Given the historical background of the educational system in South

Afiica, participative management advocates an administrative as well as a political dimension to

the principle of decentralization.

It is suggested that centralisation of power for education policy decisions and management of

schools is tantamount to the atrocious 'divide and rule' dictum. Dennison and Shenton ( 1987

103) argue that the more centralised and formalised schools, tend to produce teachers with less

loyalty both to their senior colleagues and to the institutions as a whole. Such' depersonalisation',

in the bureaucratic sense, can place the school climate at the exploitive/authoritarian end of the

continuum in which, under threat or pressure, interpersonal relationships are characterised by

mistrust, lack of confidence and supportive behaviour, leading eventually to hostility.



Participative Manllf{ement and the implementation ofselected education policv documents in KIN schools 77

By contrast, they argue, participation systems tend to create warmer atmospheres in which

supportive senior staff and well-motivated teachers share the responsibility for development and

a high goal achievement. Some formalisation must, however, be present so that teachers' attitudes

remain focused on the task-based aspects of the school. Decentralisation of power allows for

participation and promotes (cultivates) greater commitment and a shared sense of belonging Gray

(1982: 63) is ofthe opinion that unless responsibilities and power are shared among the members,

the organization will lack creativity and adaptability.

By involving members, they feel valued because their views and 0pllllOns are regarded as

important Horizontal decision-making nurtures feelings of progress and cultivates the unification

of diverse interest groups onto a common platform for negotiations. The shift of power from a

central locus to a plethora of stakeholders allows for a sharing of power across barriers of race,

gender, class and religion. Decentralization secures a balance of power and a sense of shared

accomplishments. Consensus- seeking thus become the watchwords Caution must be given that,

whilst one may have views and freely confess them, one should not insist that others espouse

them. Stated differently, Paisey (1992: 122) insists that an important corollary is the right to

disagree. Recognition must therefore, be given to the principle of dissent.

2.3.4.2 Affirmative action

As a result ofthe past political paradigm in South Africa (cl 12), affirmative action has become

an inevitable feature of participative management. This feature supports the principle of

representativity Affirmative action, according to Adarns (1993: I), can mean many things It may

refer to preferential financial assistance by business to institutions of those communities which

have been traditionally disadvantaged. It could mean the redistribution of resources and

opportunities. It may also refer to "racial preferential treatment for good reasons'.

Adams (ibid) is emphatic about the need for positive and constructive measures to redress the

imbalance of racial discrimination in general and apartheid in particular. He claims that justice

cannot be restored by the mere adoption of a just constitution. Thus, he suggests that deliberate

and practical steps will have to be implemented to eliminate inequalities which were created by
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deliberate design Sikhosana (1993: 1-6), Dekker and Lemmer (1994 63-34) and Claassen.,

(1995: 150-152) provide the following forms ofaffinnative action that management may consider:

*

*

*

*

Reserved promotion posts for targeted groups such as non-whites and females;

Enrolment quotas for target learners;

Enforced integration, for example on school governing bodies;

Support programmes:

Academic and capacity building programmes aimed at redressing past academic

backlogs which may retard the progress of the disadvantaged, such as, special

tuition in medium of instruction., mathematics and science and support

programmes to facilitate individual growth and development in the sphere of

management.

Financial support may entail indirect financial assistance to the disadvantaged,

exemption from educational fees and from purchasing of stationery. General

support may include nutritional provision for under-privileged learners

In the South African context, affinnative action is imperative to ensure that schools are managed

and governed in a marmer that incorporates members across race, gender and class groups

Aflinnative action, is an importa..'lt feature of participative management and plays a major role in

the elimination ofdiscriminatory management and governance practices in schools.

234.3 Multiculturalism

Multiculturalism in our uruque socio-political context, has an important role to play in

transfonning stereotypical attitudes, processes and behaviour. The shift from closed to open

schools in South Mrica has resulted in schools becoming multicultural .. This refers to a the new

heterogeneous character of schools which incorporate learners from diverse cultures into one
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common place for teaching and learning to take place. Hence, muIticultural education becomes

an important facet of educatiDn. Grant (1992: 222-223) refers tD Sleeter's approaches to

multicultural teaching which provides another way of examining policies and practices that

focuses more on the curriculum. These approaches, which are summarized below, provide a

framework for examining five different teaching approaches that address human diversity - race,

ethnicity, gender, social class and disability.

•

•

Teaching the exceptional and culturally different' addresses how to help students who do

not succeed in the existing classroom or societal mainstream. [It] builds bridges between

the capabilities of the student and the demands ofthe school and v,ider society, so that the

student can learn to function successfully in these contexts.

Hwnan relations' is concerned with helping students to get along v,ith one another better

by appreciating each other and themselves. This approach concentrates on building

positive feelings among people.

Single-group studies' focus on groups that tend to be left out of the existing curricula

This approach teaches student about such groups as women, blacks .. and the disabled.

\lulticultural education combines much of the first three approaches It 5uggests changes

to most existing school practices for all students so that the school and classroom may

become more concerned with human diversity, choice. and equal opportunity

Education that is multicultural and social reconstructionist' addresses social inequalities

among groups in society at large as weB as in students' own experiences.

Grant (1992: 222-223)

School managers should consider these approaches as relevant in their pursuit towards redress

and equity. Lemmer & Squelch (1993: 12) state that traditionally, teachers have been primarily

responsible for transmitting the values, norms and heritage of the dominant group with a \iew to
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assimilation microcultures into the dominant group and establishing cultural homogeneity, thereby

preserving the dominant culture at the expense of microcultures. Nowadays this is no longer

accepted since it is inadequate for meeting the demands of a culturally diverse society and the

needs ofchildren from diverse cultural backgrounds.

2.4 BENEFITS OF PARTICIPATIVE MA1'lAGEMENT

Keith and Garling. (1991: 45). induding Wynn and Guditus's (1984: 114) are of the opinion

that, if successfully pursued, a participative management process can avoid a number of

administrative problems by prov~ding the follow~ng vital ingredients to an educational institution

or system

•
*
•
•
•
•
•
•

2.5

Clarity of purpose

Greater commitment to and coordination ofdecisions

Effective conflict resolution

Ability to adapt to changing circumstances

Renewal (schools become dynamic and not static institutions)

Better teamwork

Deeper sense of mutual interdependence among participants

Greater satisfaction among participants ",ith management and with the organisation

CO:-iCLUSION

This chapter provides a contrastive literature review of management theories and attempts to

place participative management within a theoretical framework The principles of participative

management placed emphasis on school-based management and governance These principles

form a democratic and participative framework for implementation of policy directives. It is

acknowledged that there is an overlap between the principles of participative management and the

general broader democratic principles that inform national education policy documents. However

principles of participative management tends to focus more narrowly on the individuals as

participants in school management and governance as a system, while the broader democratic

principles that inform education focuses on the ideology that underlies a democratic society
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CHAPTER THREE: POST-DEMOCRATIC POLICY DIRECTIVES FOR

TRANSFORMATION OF SCHOOL GOVERNANCE AND MANAGEMENT IN SOUTH

AFRICA

3.1 INTRODUCTION

Post-apartheid policy documents such as The White Paper on Reconstruction and Development

(1994), The 'White Paper on Education ami Training (1995), The South African Schools Act

(1996), National Qualification Framework (1996) focus primarily on deconstrueting

discriminatory policies which deny people the right ofentry into certain schools; equal access to

education resources; opportunities for academic growth and economic advancement etcetera.

These policy documents provide an open, democratic and equitable framework, to restructure

national education systems.

Policy directives from educational policy documents, are relevant to management and governance

structures on two distinct levels. Some policy directives are aimed at the restructuring of

management and governance structures according to democratic principles. Other policy

directives need to be taken cognisance of by management and governance in order to facilitate

transformation in other sectors ofthe educational envirorunenl. For example, section 23 of The

South African Schools Act (1996 18), namely, cMembership of Goveming Body of ordinary

public schools' incorporates policy directives aimed particularly at restructuring of management

and governance structures ofa school. while section 21 (1996: 16), namely, 'Allocated functions

ofgoverning bodies' aims at policy directives to facilitate transformation in education.

To illustrate this distinction, one may consider a policy directive aimed at drawing pupils and

parents into governance structures such as the formation of the governing body and a policy

directive, namely, Outcomes Based Education (OBE) aimed at implementing curriculum reform

in schools The former refers to a 'transjonnation ofthe governing structure ofmcmagemem "

whilst the latter refers to a policy directive which needs to be 'implemented by goveming

stmentres. .This cfu'1inction is supported by The White Paper on Education and Training, (1996:

12) which distinguishes two kinds of policy positions.
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,The first includes decisions on a new structure for school organisation, including a

framework ofschool categories, proposals concerning school ownership and governance,

and observations on schoolfunding. The second comprises decisions on processes oj

negotiation to bring the new stn/cture into existence, andprocesses ofcapaCity-building

which must occur if the full scope ofthe Ministry's proposals on governance is to

be realised'

Policy directives aimed at restructuring governance and management structures are clearly

relevant to this study However, policy directives which need to be implemented by governing and

management structures indirectly have relevance to this study by virtue of the fact that these

policy directives transform the interaction between management and governance structures and

other sectors in education. This chapter will begin wlth a discussion of the principles that inform

current policy documents. The principles will be used as a template to identifY and discuss

selected education policy documents that fit the foundations, principles and features of

parricipative management as discussed in Chapter 2 (cl 23). These principles will further be used

as the criteria to evaluate mechanism needed to implement policy directives that call to

transformation

3.2 VALUES AND PRINCIPLES THAT UNDERLIE POLICY DECISIONS

In March 1995, the White Paper on Education and Training (\ 995: 21-22) published 23 values

and principles as a framework for a new system of education and training. These values and

principles are consistent with the democratic principles enumerated in the Bill ofRights of the new

National Constitution (1996: 6-24) and lay particular emphasis on the transformation of education

policies as well as the processes of management and governance in schools. These values and

principles include, inter alia, that

* Education and training are basic human rights The state has an obligation to protect and

advance these rights, so that all citizens irrespective of race, class, gender, creed or age,

have the opportunity to develop their capacities and potential, and make their ful!

contribution to society;
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*

*

•

•

•

•

*

Parents or guardians have the primary responsibility for the education oftheir children,

and have the right to be consulted by the state authorities with respect to the form that

education should take and to take part in its governance. Parents have an inalienable right

to choose the form of education which is best for their children, particularly in the early

years of schooling, whether provided by the state or not, subject to reasonable safeguards

which may be required by law;

The system must increasingly open access to education and training opportunity of good

quality, to all children., youth and adults, and provide the means for learners to move easily

ITom one learning context to another, so that the possibilities for lifelong learning are

enhanced;

There must be special emphasis on the redress of educational inequalities;

A national qualification framework will be the scaffolding on which new levels of the

quality will be built;

The rehabilitation of the schools and colleges must go hand in hand ,,,ith the restoration

of the o\Vnership of these institutions to their communities through the establishment and

empowerment of legitimate, representative governance bodies.

The principle ofdemocratic governance should increasingly be reflected in every level of

the system, by the involvement in consultation and appropriate forms of decision-making

of elected representatives of the main stakeholders, interest groups and role players.

The restoration ofthe cuhure of teaching, learning and management involves the creation

of a culture ofaccountability;

The curriculum, teaching methods and textbooks at all levels and in all programmes of

education and training, should encourage independent and critical thou:;ht, the capacity

to question., enquire, reason., weigh e,idence and form judgements, achieve understallding,
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recognise the provisional and incomplete nature of the most human knowledge, and

communicate clearly.

Many of the principles enumerated above are synonymous with the principles of participative

management (cl 2.3.2). ~1riIe all of the values and principles must be taken cognisance of by

management and governance teams, particular emphasis \vill be placed on some of the values and

principles that influence education policy documents.

32.1 Education and training as basic human rights

The key principle underlying new educational policy documents is that education is a basic human

right for all citizens Kelly (1995: Ill) persuasively argues that one of the principles of democratic

(participative) educational planning is that the human rights, and the entitlement that goes with

it are at the root a right and an entitlement to individual autonomy and empowerment. In support

of this view, Leithwood, Begley and Cousins (1992: 32) insist that the respect for the rights of

individuals reinforces the legitimacy ofequity as an educational goal, especially regarding equal

access to knowledge, not just educational resources. It is clear that in managing schools, this

principle cannot be ignored The White Paper (1995: 21) reaffirms that:

, education and tramin;.: are ba~ic In/mall right~. The state has an obligation to protect

and ,1tA'ance Ihese rigllls. so that all citi::ens irrespective ofrace, class, gender, creed or

age, have the opportunity to develop their capacities andpotential, and make theirful/

contribution to the society.'

School managers are to take cognisance ofthis principle in formulating and implementing policies

Fundamental to education as a basic human right is the abolition of policies that discriminate

between, for example gender and race. Various policies (example, open school policy, curriculum

and language policies) to incorporate systems and school-wide participation, have been influenced

by this principle.

This principle is consistent with the foundations of panicipative management as it lays particular

emphasis on human rights. Every individual is seen to possess capacities and potential which are
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to be developed (c! 2.3.1). It thus becomes the duty of school managers to acknowledge this

right which cannot be limited to a specific sector of society, but includes every human being. In

order to ellSUTe that every individual has the same opportunity for academic development and

growth, economic advancement and the enhancement of personal skills, it is imperative to

acknowledge and embrace the principle as legitimised in the National Constitution (1996: 14[1])

Everyone has the right -

a) to a basic education, including adult basic education; and

b) to further education, which the state, thrmlgh reamnable mem11res, must make

progressively available and accessible

The principle ofhuman rights made a significant contribution to transforming traditional policies

which differentiated schools on the basis of, among others, the medium of instruction, race

denominations and the three models of school organisation. Having acknowledged the principle

of education as a basic human right, the Constitution in section 9 (1996: 7) also makes provision

for the protection and advancement of that basic right by means of legislating quality and non­

discriminatory education:

'Equality mcludes the filII mu! equal enjO}Wef/1 ofall righls midfrl!l!dotrls. To promote

the achiel'l!ment of I!quality, lef(islatil'e and other measures desiglll!d to protect or

advance pi!rsom~ or categories ofpi!rsollS, disadl:anlaged by unfair dlscrrmmatioll m{~}'

be taken',

Education is now a national concern which emphasises increased access to education and

highlights various modes of articulation through the education system. The acknowledgement of

lifelong and experiential learning, the focus on multiple entrance and exit levels within the

various bands of the educational sector and the emphases and acknowledgement on alternative

modes of teaching and learning, reinforces the basic human right to education
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l'within the schooling bands, one may see this in the parallel structures to formal schooling that

exist. A learner may for instance obtain a General Education and Training certificate by enrolling

and successfully completing an Adult Basic Education and Training (ABET) programme or may

receive home schooling. Trade unions and other non-governmental organisations which were

formally regarded as non-formal educational sectors are now legitimised by new policies which

integrate the formal and non-formal sectors of education. There is thus, a merger between

education and training.The White Paper (1995: 4) refers to this principle of integration as follows

'An integrated approach implies a view ofleaming which rejects a rigid division between

'academic' and 'applied', 'theory' and 'practice', '!mow/edge' and 'skills " 'head' and

'hands '. Such divisions hm'e characterised the organisation of curricula and the

distributioll ofeducational opportunity in many countries ofthe world, including South

Africa. They have grown rnli, and helped to reproduce, very old occupational and clms

distinctions. '

Hence, the traditional distinction of knowledge into skills and academic content as separate

entities collapses. It thus, becomes incumbent on school managers to ensure that the school

curriculum incorporate both an academic as weB as a practical aspect of learning This principle.

namely, education as a basic human right, directly influenced the policy ofopen schools in order

to counter traditional discriminatory policies that denied certain learners access to education. It

also has indirect implications for school management in that schools are legally compelled to

promote and S'Jstain positive race relations among parents, learners and educators. It is therefore,

stated that'South Africans need to try to understand each other's history, culture, m/ues and

aspirations, not turn away from them, if we are to make the best of our common future'

(Department 1995: 17).

! 5 See Understandin!! the National Qualifications Framework: A Guide to Lifelon~

Leaminf: (Department, 1996: 2-1)
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3.2.2 FreedQm QfchQice

Past educatiQn policies which disallQwed pupils and parents in certain sectQrs of the SQuth African

cQmmunity the freedQm Qf educatiQnal chQice, necessitated the need tQ provide all interest

groups with the freedom to chQQse the mode, educational institution and quality Qf education

they prefer.

This mode Qf educatiQn refers primarily to the methQdQlogical processes used in teaching and

learning. Self-study, face-to-face teaching and learning, distance learning, correspondence

learning, mixed-mode learning and teaching, and home schooling represent various ways in which

learners can participate in education. The processes involved in such learning must be consistent

with the democratic principles which are concerned ",-jth transforming the educatiQnal sector and

empowering individuals. Personal involvement and collaboration maximizes human resources and

skills, commitment and energy to create a potent and catalytic mix for success, change and

develQpment (Whitaker, 1993: 138) FQrmal and non-fQrmal educational sites provide activities

and teaching and learning methods which enhance freedQm Qf expressiQn, critical thought

processes and reflective thinking thereby promoting the develQpment and growth of the whole

person(cf 2.31)

Freedom to chQose theedUCallOllal lllStiWtiOJ) (albeit learning site) is linked to the stakeholder's

decision to select the schQQI (or learning site) which best pro'.ides fQr their educatiQnal needs

and the (FlGluy of educatiQn SQught after. With regard to primary schQQling, a ",ide selectiQn of

options becQme available tQ the individual. FlQl'oing from the principle of freedom ofchoice is

their rights to analyse the quality Qf school education by regularly evaluating the quality Qf

educational provisiQns, teaching processes and learning Qutcomes In support of this, the Ministry

of Education proposes, in the \Vbite Paper (1996 l.7), that the new structure of school

organisation, governance and funding must aim to:

'enable a disciplined alIdpwposeful school environment to be established, dedicated to

a l'isible andmeasurable improvement in the quality ofthe learnmg process and leaming

outcomes throughout the system. '
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Freedom ofchoice leads to greater parental control ofeducation. Their right of choice will help

raise standards by giving them a greater influence over education. i6Paradoxically the freedom to

choose may lead to academic and social selection with oversubscribed schools being able to pick

and choose which pupils they wanted to admit.

3.2.3 Accountability and transparency

So as not to repeat the mistakes of the past where education policies were determined centrally,

public awareness, consultation and recommendations in the drafting and enactments of education

policies were undertaken in South Afuc~ after the April 1994 elections, in order to ensure that

there is a high level ofconsensus on the public school system by all the people of South Africa.

This strategy is built on the principles of accountability and transparency which need to be

manifested on every level ofeducation management and governance The White Paper (1995:

22) states that:

The restoration of the culwre of teachmg, learning and management involves the

creation of a culture of accountability. This means the deVelopment of a common

purpose or misson among students, teachers. principals and governing bodies, with

clear, mutually agreed and understood responsibilities, and lines ofcooperatIOn mId

accountability. ,

Adarns (1993: 131) is ofthe opinion that openness and the free flow of relevant information, at

all levels of governance, are key ingredients of the principle of accountability. The national,

integrated system of education requires a commitment from national, provincial, regional,

including district and circuit levels of governance to assume collective responsibility for the

transformation ofschools within an agreed governance and management framework. Each level

ofgovernance is accountable to the other and must ensure open communicative channels and fair

administrative structures in support of the principle of transparency. Although each level of

management and governance has a degree of power to perform certain functions and duties

16 Evidence ofoversubscribedschools ruming away pupils, can be found in various media
reports. See, for example, The Mercury (Januarv 22: 1998).
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autonomously, they are collectively accountable to ensure that their actions are co-ordinated and

synchronised in order to reach national education goals.

On the national level the government is accountable to the public sector for the prov~sion and

delivery of a fair, just and equitable education system. It is the Government's constitutional

obligation to protect the rights of every individual. Since education is a basic right, the

government is accountable to ensure that all stakeholders are involved in the protection and

advancement of this right Hence, the government's commitment to upholding these rights has

been translated into policies. Open school policies prmide learners access to educational

institutions, the Labour Relations Act, 1995 protects educators from unfair labour policies and

practices, the policy to establish school governing bodies give parents a legal right to participate

in decision about school policies. Hence, the White Paper (1995: 21) asserts that:

'the state has an obligation to protect and advance these rights, so that all citizens

irrespective ojrace, class, gender, creed or age. have the opportunity to develop their

capacities andpotential, and make their jull contribution to the society'.

The above assertion is consistent with the underl}ing features of participative management which

sees every individual as a having the potemiaf to contribute to society Schools are. thus,

accountable to exploit the potential of every indiv~dual, so that he or she is provided with a true

education. Open deliberations and negotiations enhance the quality of policy directives and

perpetuates the principle of transparency. New national policies have thus evolved to legitimise

the participation of interest groups on all levels of education management and governance which

enhances accountability from the national level ofeducation governance. To protect the rights of

all interest groups, various legal bodies have evolved such as the Labour Relations Councils

(LRC), the Schools Governing Bodies (SGBs) , the Students Representative CounciJ (SRC) .

On the provincial and regional levels, the provincial ministries and the regional education

authorities respectively, are accountable to check on how its education systems are working,

provide advice about how they might be improved and indicate the steps necessary to accomplish

that improvement Provincial and regional education departments are nationally accountable to
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ensure that policies devised at these levels are consistent with the principle of transparency. This

means that policies cannot be devised exclusively by education departments because these

departments have a constitutional obligation to involve all interest groups in decisions about

policy directives. The district and circuit levels of management and governance are responsible

for taking education to the people and are thus, accountable for policy implementation and the

subsequent educational outcomes

The vanous levels of governance serve as invaluable formal structures to facilitate the

reconstruction and development programme in order to bring about a common system ofschool

organization and governance By enhancing accountability in this way, systemic performance

levels are also enhanced.

On the pef50nalleve!, individuals are accountable to themselves for the growth and development

of personal skills and knowledge in order to attain self-actualisation. The introduction of

outcomes-based education is based on the principles of critical thinking and social responsibility

It attempts to assist with individual development lor personal accountability. Educators are

pef50nalIy accountable to their pupils and collectively accountable to their profession. This implies

that they adopt a mode, pace and style ofteaching that supports the Bill of Rights (1996) and the

SASA (1996) They have a further obligation to ensure that they are fully updated about current

policy directives that inform their daily teaching and learning procedures. It therefore, becomes

the pef50nal responsibility of the educators to be fully aware ofchanges they need to make with

regard to content, method and processes ofclassroom management.

The school, as a pedagogical centre, is accountable to society for the provision of qualitative

education. In its legal capacity, it assumes the responsibility to address pervasive issues that may

hamper the progress to develop and sustain a culture ofteaching and learning. Sound mechanisms

need to be set in place to promote the quality of teaching and learning through, among others,

cost-effective methods The school is responsible for the establishment of a network of

professionals and non-protessional resources to address the demands for education

transformation.
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In the current climate of transfonnation, schools are accountable to their governing bodies and

through their governing bodies, to their communities. Dennison and Shenton (1987: 63) concur

that the govening body is often regarded as providing a means by which the accountability of the

school to communities is maintained. Successful outcomes of organisational goals, however, is

no longer the sole responsibility of the school managers per se, but becomes the joint

responsibility (as implied in current transfonnatory policy directives) of every individual, who has

an interest in the educational objectives, processes and outcomes of the school.

3.2.4 Empowerment and capacity building

Empowerment and capacity building are two important principles that informed policy documents

such as the South African Schools Act, 1996 and the National Qualification Framework, 1996.

While these documents make provision for incidental empowerment and capacity building,

strategic and planned programmes in support of these principles need to be implemented at

institutional levels of management and governance.

Some critics argue that empawennent and capacity building become over-used concepts in the

new democracy. They have subsequently become tokens of promises in various sphetes of social,

political and educational interaction. There is a tendency to assume that these principles may

loose impetus in civil society and consequently deflate the hopes and visions of many, aspiring

towards democratic transformation. Educational systems should be weary of negating these

principles into mere cliches that govern political rhetoric

The principles ofempowerment and capacity building reinforces the principle of education as a

basic human right. It seeks to reallocate the individual with the dignity and respect earned from

self-actualisation through educational endeavours. Trnnsformatory policies aimed at, for example,

restructuring curriculum (OBE); school management and governance (SGBs); accreditation and

certification (NQF) have all been influenced by the principles of empowerment and capacity

building. Whilst these policies support the principles in theory, the realisation ofthe principles in

practice, depends on the quality of policy implementation
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3.2.5 Re.presentivity and inclusivity

The principle ofrepresentivity stems from the need to move away from the asymmetrical relations

ofpower and domination which was prevalent in the management of schools before 1994. This

principle is consistent with the participative management principles of transparency and

accountability and serves as the interlocking variables that unite and consolidate the bond among

partners in the educational institution. Representative S}wbols or tokenism, that involve

stateholders for merely show-easing a physical presence of stakeholders, are contrary to the

principle ofrepresentivity and serve as a smokescreen for democratic participation. Involvement

by means of collective bargaining, negotiations, dialogue and decision-making to support and

promote the interest of the community represented, is what underpins this principle

Representivity and inclusivity are principle of fundamental value to reconciling the respective

responsibilities of the government and the community. It is the basis for reconstructing the system

of public education in a way that creates a partnership between the government and the

community, between the community and the school and between the school and its stakeholders

It further promotes a partnership relationship among the various members within each level of

management and governance. According to Hargreaves and Hopkins (1993: 137), all educational

reforms are doomed to failure unless there is a significant shift in power relationships

Hence, policies in South Africa that prO\ride schools with increased autonomy tor the purpose of

bottom-up and site-based management and governance, were influenced by principles of

representivity and inclusivity. Furthermore, each category of stakeholders, has been given

legitimate authority to organise representative councils. These councils, are afforded the

opportunity to represent their respective interests and to protect their rights in terms of the

National Constitution. Organisations such as Students Representati,'e Councils (SRCs),

Principals of Port Shepstones (POPS), Education Labour Relations Councils (ELRCs) are

examples of orgalusation and representatives councils that have evolved for the purpose of

inclusive decision-making and democratic participation in education. There is an intrinsic link

between these principles and the principles of participative management.
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3.2.6 Redress and Equity

A primary objective ofthe national education department is to achieve an equitable distribution

of education provision throughout the nation in such a way that the quality of provision in

under-resources areas is raised, and reductions in public funding to better-resources schools are

responsibly phased in. Hence, the White Paper (1995: 5) states the following:

'Effecting redress and equity in schoolfimding with a view to progressively improving

quality education, wilhin a framework ofgreater efficiency in organising andprOViding

education services. are matters of urgent priorily for the A1inister ofEducation'

Equity is taken to mean both that education opportunities should be fairly distributed and that the

distribution of education entitlements should contribute to the reduction of poverty and the

redistribution of income and welfare. The redress of racial, gender and provisional inequalities

is implied by both ofthese aspects (NEPL 1993: 50) These principles undedy the transformatory

policies of budgetary provisions, affirmati,'e action, redeployment and structural redefinition so

that equity in human and material provisions may be acquired. National focus on the principle of

redress to facilitate equity is a result of past imbalances in material and human resources in

educational institution.

It is, therefore argued, that the entire education system recognises and acknowledges pasl

injustices with regard to poorer schools. so that participative principle of tolerance and

understanding can evolve.

3.3 POLICY DIRECTIVES AND IMPLICATIONS FOR MANAGEMENT AND

GOVERJ.,\(Al'IlCE

The national plan for the transformation of the education and training system is reflected in policy

document such as The South African Schools Act, 1996; Curriculum 2005; The National

Qualifications Framework, 1996 and The Education Labour Relations Act, 1995. These policy

documents are shaped by democratic principles underlying the National Constitution of South
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Africa Documents, such as those listed above, that call for participation of stakeholders, provide

a legitimate mandate for the transformation of education institutions. Of specific importance to

this study, are those aspects ofpolicy that calls for participation of stakeholders in implementation

of national policy documents.

Policy directives and the implications for management and governance will be discussed in terms

of two categories, namely, those policies that aim at transforming management and governance

structures such as the reorganisation of school categories, redeployment and rationalisation, and

those policy directives (example, the school constitution; the learners' code of conduct; the

language policy etc.) that management and governance need to be aware ot: in order to facilitate

transformation in other sectors of the educational environment.

3.3.1 Reorganisation of school categories

The South African Schools Act which came into effect on I January 1997 creates a single national

school system with only two categories of schools: public and independent schools. The \\lhite

Paper (1996 22) states that:

'The publiC schools category wifl comprise all schools ....hich are clirren'~v Imown as

communi(JI schools, farm schools. state schools. and state-aided schools OncludlllX

clmrch schools, lvfode! C schools. mine schools, and others}. Collectll'ely, these comprise

Just over 98 per cent ofthe cmmtry's primary and secondary schools, and almost 99 per

cent ofschool enrolmems..

The independent schools' category comprise of all schools previously known as private or

independent schools. The merging of the various categories of schools into only mo categories,

is significant in perpetuating the principle of equality of opportunity.

Support systems across provincial boundaries are required to eliminate the unequal distribution

of educational expertise and skills in the management and governance of schools. The

reorganisation of schools into two broad types warrants a transformation in educational
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management provisions. Emphasis is placed on providing schools that were previously under­

resourced in terms of skills and expertise with competent management personnel. A network of

partners is to be created, by means ofpolicies such as redeployment, in order to compatibly link

the past, differential schooling into a unified educational system.

The policy of the reorganisation of schools, indirectly affects management and governance

structures in that personnel no longer merely has its locus in specific schools. For example, the

cascade model for OBE capacity building programmes involves trainers from various levels of

governance. School based educators are trained to become district facilitators of OBE. Their

locus ofteaching therefore, cannot be regarded as a fixed venue in a particular classroom, within

a particular school. They become district trainers who form a partnership bond among all

educators with similar objectives. It is obvious that such activities cannot materialise, if school

managers do not acknowledge and support the capacity building programmes by, for example,

releasing staff to attend workshops, etcetera

It therefore, becomes necessary for principals to be aware ofthe outstanding skills and knowledge

ofeducators and the extent oftheir commitment to upgrading education systems. Opportunities

can be created for such individuals to assist other schools where a lack of such skills and

knowledge are evident. Open communicative systems need to be created so that principals can

discuss such possibilities.

A move towards a merger of the previously differentiated categories of schools, is a step closer

to the establishment of a partnership within the education system in South Africa. Although

managers and governors may have the necessary competence and capacities to successfully

manage the transformation of their particular schools, a lack of the wifI to transform obsolete

management styles may inhibit transformation.

3.3.2 Rationalisation and redeJ1IQ)'ment

In order to reduce the financial crisis experienced by the Department ofEducation and Culture,

the policy ofrationalisation has been adopted to minimize spending. This policy gradually put in
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place a funding formula based on a teacher:pupil ratios of 1:40 in primary schools and 1:35 in

secondary schools. According to Kallaway (1998: 45), this policy has meant that many of the

better endowed Model C schools (for the most part formerly whites only schools in the middle

class suburbs) have been facing dramatic reductions in their staffing complement - and with that

a reduction in the variety of the curriculum and a drop in the perceived quality of education

offered. Kallaway (ibid) is ofthe opinion that schools ofthe former Department ofEducation and

Training (DET), which are predominantly African township schools, have inherited a much higher

teacher/pupil ratios from the apartheid education dispensation in most cases, and therefore, they

have so far been largely unaffected by these cuts.

Retrenchment and retirement packages offered to senior teachers, resulted in the loss of many of

the leaders and experts required to facilitate transformation in schools. Capacity building

programmes to replenish the loss of leadership and expertise seem needed There is an urgent

need for capacity-building for school management and governing bodies. This recommendation

comes from the National Task Team on educational management The White Paper (1996: 1.4)

proposes a National Education Management Training Institute within a year:

'The preparatory work for the establishment of a National Education Afallagemelll

Training Institute is under "'Q).'. The ('mmcil ofEducation Alinisters hns endorsed the

project, to sen7ce natIOnal. prm'incial and sub-provincial mW1Qgement and governance

needs. The new institute is I/ltended to become the centrepiece in a national strategy to

raise the quality ofleadership in public schools and in the support services pronded [0

schools by provincial education departments, especially at district level. It wOllld be a

mistake. however. to allow the institl/te project to deflect attention from the immediate

needfor capacity-buildingfor school management's and goveming bodies.'

The policy of redeployment is essential for the construction of a partnership network across

various S{;hools and also for a degree ofequity to be reached with regard to expertise in schools

The principle ofaffirmative action must be applied when implementing policies of rationalisation

and redeplo,ment (cj 2.3.32). In a recent circular, namely HRM Sill 998, (Department. 1998

6) it is stated that 'in identijj711g educators in excess, the principle afaffirmative action must be
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considered', Some ofthe objectives ofrationalisation and redeploj1l1ent are listed in the HRM/51

circular as follows:

•

•

*

*

*

To provide a fair and transparent basis for the staffing of school in 1999.

To facilitate and expedite the redeployment of excess educators through a 'closed'

vacancy list

To achieve equity in educator staff pTOvisioning.

To achieve curriculum redress in previously disadvantaged institutions

To address affirmative action and representativity in the provision ofeducators.

The redeploj1l1ent and rationalisation policies have direct implications for school management and

governance, particularly because schools will have a more heterogeneous complex mix of staff

members.

, , 1

J.J.J The South African Schools Act (SASAl ! 996

The state's intention to devolve substantial management powers to the school is reflected in the

V/PET and enacted in the South African Schools Act, 1996 (section 23) as mentioned above. This

Act came into effect on I January 1997. In its endeavour to build a democratic education and

training system, the state provides that 'all stakeholders ,md interest groups should have the

opportunity to participate in policy!oTnnJlation, monitoring anddevelopment in a wqJ-' consistent

with efficient educational management and administration' (Karlsson, Pampallis & Sikhosana.

1994: 17). It creates a single national school system with only two categories of schools, namely.

public and private. The Act makes every public school i.e. 98% ofall schools, a juristic person

in tenns ofsection IS with control over its own funds and assets. The basic aim of the Schools

Act is set out in its preamble (Government, 1996: 2) which states that:



Pllrlidpative Management and tlze implementation of.elected education policy documerrts in KZNschools 98

'this country requires a new national systemfor schools which will redress past injustices

in education provision, provide an education ofprogressively high quality for all

learners and in so doing lay a strongfmmdation for the development ofall our people's

talents and capabilities, advance the democratic transformation of society, combat

racism and sexism and all other forms of unfair discrimination and intolerance,

contribute to the eradication andpoverty and the economic well-being ofSOCiety, protect

and advance our diverse cultures and languages, uphold the rights of all learners,

parents and educators, and promote their acceptance of responsibility for the

organisation, governance andfunding ofschools in partnership with the State. '

The positive unification of the past fragmented school structures alludes to an ideological

transformation from an educational system of dictatorship and domination to one ofdemocracy

and participation. Key policy issues which directly affect all interest groups within educational

institutions will be discussed below.

3.3.3.1 School Governing Bodies (SGBs)

A national policy directive to transform the structure ofeducational management and governance.

is documented in the SASA Every public school is legally compelled to implement policies

outlined in this document which clearly stresses that 'eve,)' public school is a juristic person, wilh

legal capacity to perform its jrmctions in terms of this Act' (1996: 12[ 15D. The constitution of

SGBs, is aimed at transfonning school management and governance structures and is in tandem

with the decentralised decision-making principle of participative management. A schools

constitution is to be influenced by the principles of representivity and inclusivity. It is imperative

therefore that there is the highest practicable level of representativity of members of the

governing body as implied in SASA (1996: 20[28])

Members ofthe governing body, according to the SASA (1996: 18[23]) must be democratically

elected, not by the education authorities, but by the very people whom they will represent on the

5GB. Sutherland (1988: 79-80) states that education systems in other countries reveal that

governing lxxly 'elections' may reflect very little expression of public choice in schools in some



Partieipative Management and the implementation ofselea:ededJIcation polU:v documents in KZN schools 99

parts of Britain, for example, general apathy may mean that any parent willing to accept

nomination will be 'elected' . In some cases it is a matter ofthe school head or the local education

authority 'persuading' certain parents to accept office. She indicates that the same problems arise

for teacher representatives on such bodies and for pupil representatives. The acceptance and

legitimacy of SGBs finds expression in the manner and procedure adopted during the election

phase.

According to the SASA (1996: 16[2]), the 'governing body stands in a position of trust towards

the school'. Since the SGB will be responsible for developing policies on substantive issues

(example, the code ofconduet, the school's constitution, the mission statement, the budget etc)

those who accept a portfolio on the 5GB, are legally committed to conduct themselves in a

manner consistent with the principles ofdemocracy.

In order to prevent the traditional asymmetrical relations of domination and subordination, the

SASA accords a seat on the 5GB to four major education interest groups. Each group is to have

equal rights on the SGB and these rights are to be given full expression in decisions regarding

education. Section 23 of the SASA (1996 18) states that the elected members of the SGB shall

comprise a member or members of each of the follov.ing categories:

*

*

*

Theparents oflearners at the school. They are to be elected, not by the educators or the

principal, but by the parent body (community) at large;

the educatoTs at the school are to be elected by the staff members they represent;

members of staff at school who are not educators are to be elected by the non-educator

personnel ofthe school; and

leameTs in the eighth grade or higher at the school are to be elected by the representative

council ofleamers themselves.
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The election of representatives should be a reflection ofthe peoples' will in the composition of

the SGB. Ifthe governing councillors have not been democratically elected, then the SGB would

be unconstitutional. According to the above policy, all stakeholders need to be active participants

in the election process because they have a constitutional right to choose the candidate whom they

deem will best represent them on the governing council.

(a) The parents

What is of specific significance to the management and governance structure of schools, is that

the parent component of the SGB must, according to the SASA (1996 18[23]), comprise one

more than the combined total of other members of a governing who have voting rights. Such

policies allow parents powers ofeducational control which they have never had before. Leonard

(1989: 83) perceptively announces that such powers should be used with care and sensitivity

Sutherland (1988 83) argues that the proposals to bring parents to participate in the work of the

schools undoubtedly cause uneasiness to many teachers. He suggests that to avoid hostility or

misunderstandings, the circumstances of this participation and reasons for it should be thought

about carefully. Arguing on the same point, Leonard (ibid; states that when it comes to decisions

about teaching methods, teachers "ill consider that they are better able to decide than parents

These superiorities, he continues, do not mean that teachers should proceed on their chosen way

without explaining to parents the reasons for their actions or decisions, but they do mean that

teachers's professional k-nowledge and competence should be recognised in any school discussions

with parents.

According to the SASA (19%), the definition ofparent includes custodians of pupils who are not

necessarily guardians appointed by law. These policy directives may seem insignificant in the day­

to-dav administration ofthe school, but they are of significant importance in defining the overall. -
pattern of educational management and governance of schools.

Although the South African Schools Act does not provide specific directives for racial (and

gender) representation on the SGB, it becomes imperative to take cognisance of the learner
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component ofthe school population priOl'to the election or re-election ofthe SGB members (cf.

32.5) The parent component ofthe 5GB should reflect the diverse racial groups ofthe learners

within a school so that their diverse needs may be adequately addressed. The membership of a

SGB can be justified and legitimised only if they are composed of elected representatives chosen

in accordance with the will ofthe community it serves. Viewing transformation in the context of

South African schools, the governing body has the obligation to prevent the restriction of

nominations for governing councillors to specific sectors of a community. With reference to the

participative management principles, it becomes imperative that democracy prevails during the

election process (cl 3.3.23-4).

\Vhilst it may be argued that nominations for SGB members from other sectors of the community

may be absent during the election stage, it should also be remembered that democratic

represe/llation infers not only the four categories as referred to above, but also to a cross-section

of the population it represents. In certain circumstances, it may become necessary to apply the

principle ofaffirmative action to ensure that a 5GB is truly representativ'e of the communities it

renders its services to (cj 2 332)

The Act states in section 29(2) that only a parellt member ofa goveming body may serve as the

chairperson ofthe govemmg body. Depending on the locale of the SGB, this directive may have

negative or positive implications because such policy places great responsibility on a person who

may not have the necessary skills demanded from chairpersons. Chairpersons need skills in

speaking, persuading, chairing meetings, assessing the strength of coalitions and demonstrating

shrewd judgement (Dennison and Shenton, 1987 159-162). These have to be added to those

attributes already in demand - knowledge about education policies, integrity and patent

dedication to the education of the children. SchoOl leaders can thus, play a key role in terms of

capacity building (cl 2.3.2.3 [g]) Cognisance must, however, be taken of 17 media reports, that

claim.

The October edition ora national newspaper, the Post (1998:23), has a lengrhyarticle
on School Go;'emmg Bodies: A pOH-el' j'tr.Jggle rhat should be a parrnership
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'parents assumed their [XlWers under the new Schools' Act were limitless... the tables have

now been tunled and while parents revel in their new-found powers, teachers are

concemed these could be abused'

It becomes necessary for appropriate steps to be taken to develop and improve the effectiveness

of education institutions in order to counter mismanagement of schools The various workshops,

seminars and conferences planned by education departments to improve capacity are necessary

However, schools should not be complacent and therefore, educators should aspire towards the

achievement of leadership position is reflective of the principles ofparticipative management,

especially in terms of section 2.3.2. I in chapter two of this discussion. The backlog in knowledge

and skills ofparents, particularly in rural areas, demand on-going and continuous training of these

parents in strategies of education managemem and governance

A culture of tolerance should be nurtured in order to accommodate a period of adjustment so that

self-confidence and self-esteem of the SGB members (especially parents and learners) may be

enhanced. In affluent areas, this may not be a problem. Chairpersons should however, avoid

superimposing an authoritative attitude on the management team and encourage a supportive

climate which fosters respect, tolerance and enabling partnerships

School governors should heed the warning of Leonard (1989 19) that professional sensitivities

may be aroused if teachers feel that governors are acting in an inspectorial role, and governors

should be careful to avoid doing so. because according to Leonard (ibid):

'Teachers may reasonab~v expect that their professional skills should be judged hy

fellow-professionals: that their teaching should be seen in comert, by someone who is

able to relate it to the school curriculum as a whole, to the stages ofde~'elopmelltof the

pupils, and to the work which similar grot/ps ofpupils are doing in other school,. '

Since governors in South Afuca are relatively new to their positions, it becomes significant to

conclude the discussion of parent governors by quoting Leonard's insightful words:
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The parent governor is t!ms, first andforemost a governor, but one who has special

links with the body ofparents. He is a representative, not a delegate, and .so does lTot

have to consult hisfellow-parents before making a decision as a governor. He has a duty

ofco1!fidence to the governing body, andso~ not be able to tellfellow-parents all that

has been said in meetings. This can result in misunderstanding or tension, alld so it is

important for the parent governor to build up a relationship of tmst with his fellow­

parents, particularly the committee members of the parents' organisation. '

(b) The educators

In order for educators to take their proper place on the governing body as main stakeholders,

they need to acknowledge that they have a significant role to play in transfonning the education

system. This acknowledgement comes with the acceptance of the responsibility to perpetuate the

norms and values espoused in the Bill of Rights and to identifY with the broader democratic

principles enumerated in the National Constitution. Thus, through their representative portfolio's

on the 5GB, they should display an understanding of their colleague's educational needs and

concerns. In this way, a working relationship between the SGB and the school's entire

professional corps can evolve. However, it remains the duty of the representatives to create

adequate feedback loops to ensure that their colleagues remain updated about developments and

programmes that result from the 5GB meetings.

(c) Non-educator personnel

In order to ensure that the non-educator personnel becomes part ofthe education team, the 5ASA

makes provision for such personnel to have a seat on the SGB, thus, giving this group of service

providers voting rights in terms of section 23 (SASA, 1996: 18). This is an important policy

directive because it instils in this group, a sense of belonging and opens up opportunities for

participation in the education process. The utilisation of personnel at all levels of school

management and governance fosters recognition of the interdependence of everyone in the

education community.
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(d) Learners

Provision has been made by virtue of the SASA, for learners in the eight grade or higher to

become actively involved in decision-making with regard to policies affecting them. Their

representation, as mandated in section 23 of the SASA (1996 18), on the SGB signifies a major

shift in management and governance structures. Although learners in the primary school phase do

not have powers of decision-making on the SGB, the rights accorded to them by virtue of the

national constitution cannot be violated within (or even outside of) the school context All

acti'.~ties must be undertaken within the guidelines of the national constitution because childrens'

rights are protected by means oflegislation. It becomes the legal responsibility for practitioners

to inform all learners about changes made within the school, which directly affects them For

example, the 5ASA stipulates that a learners' code of conduct must be drawn up by 5GB

Although parents who are members of the 5GB, are supposedly included in decisions about the

code of conduct. this code would be insignificant if it is not workshopped with the learners. If

learners are not aware of how they are expected to behave ....1.thin the school milieu, then

discipline may become a serious problem.

(e) Co-opted members

Section 23 (8) of the SA5A (ibid) provides schools with the option to include representatives

from ex'ternal bodies or organisations so that constructive partnerships between the school and

the private sector can evolve. Such representatives may be co-opted onto the governing body with

the non-negotiable proviso, that parents must remain in the majority on the governing body

(5ASA, 19%: 13[9]) The objective is to build up external relations in the interest of the school

To extend the network of partnerships, the 5A5A (1996: 22[30]) recommends that sub­

committees be set up with the proviso that a member of the governing must chair each committee.

Although co-opted members do not have voting rights on the 5GB, the value of the services that

such members can render to the school, should not be under-estimated. For e:\ample, the school

grounds and buildings committee can serve as a critical eye to evaluate and improve the external

appeal of the school. Physical improvements; signs of misuse of propert'.~ by learners or vandals;
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decay of external equipment such as football posts; decay of buildings; the litter level; safety

mechanisms for security of school, etcetera, are all aspects which require sound management

efforts. According to Leonard (1989: 40), the idea ofa sub-committee, has the many advantages.

Some of these are listed below:

•

•

•

•

•

•

It shares out the workload.

Since groups are small, it allows great flexibility of operation

It allows individuals to make a recognisable contribution (and gIves them a

correspondingly greater measure ofjob satisfaction.

It gives scope for special talents to be used to the fulL

It allows teachers and governors (parents) to work closely together.

It permits what is in effect part-delegation, retaining both the involvement of governors

(parents) and the futi use ofthe protessional expertise ofstaff

The joint efforts of the various sub-committees of the SGB can improve the effectiveness of the

5GB. Such committees would focus on addressing and overcoming barriers to learning and

teaching and can provide the governing body with additional expertise and skills which it may

lack The wider the network of partners ser.~ng to target the objectives of a school, the greater

the chances that success may be achieved in terms of educational quality and outcomes

Various authors (Jones, 1980; Leonard, 1989; Keliy, 1995) stress the importance ofpercei\img

the school as part of the community. In terms of this perception, the SGB needs to actively build

links with the surrounding neighbourhood, whether through the church, the community or the

business sector so that a wide network of partners can evolve for the purpose of improving the

quality of education
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The transfonnation of the structure of membership of the SGB, can in no uncertain tenns be

vIewed as an end in itself It should be regarded as a dynamic means of operationalising policy

directives aimed at transforming attitudes, harnessing skills, improving resources and carving a

future for academic progress and economic prosperity. This view is supported by Paisey and

Paisey (1987' 66) who emphasise that 'stnlcture is not an end ;'1 itself It is a meant to be the

means by which the objectives of the school are reached'

3 3 3.2 The School's Constitution

Once the SGB has been established, it becomes a national requirement for it to develop a local

constitution. In order to do this effectively, all members must be sufficiently informed about and

familiar with the technical aspect ofdrawing up a constitution together with the current state of

its school's system, the individuals who interact there and the objectives of the school. It

therefore, requires the concerted effort of all members to have regular discussions about the

constitution, its requirements and the manner in which it will become an effective school policy

prior to its conception.

Nlas, Southworth and Yeornans (1989: vii-viii) acknowledge that coming to perceive, to know,

to understand and, finally to participate in a school's culture is neither a swift nor a

straightforward process It requires an intimate knowledge of the school and its stafl based upon

an awareness ofthe significance ofmany features: history; buildings; organiz3tional arrangements;

patterns ofinteraetion; individual people; talk; humour, the distribution of authority and im1uence;

the identity and behaviour of leaders Over a period of time, familiarity vvith these features begins

to reveal the shared meanings and norms ofthe staff and the beliefs and values which underlie

them. Nias et al. (ibid) further claim that, one cannot understand a school from brief and

infrequent visits to it. Primary schools are best comprehended through the personal knoviledge

which comes from living and working in them and which results from careful observation over

time.

Drawing up of the school's constitution requires input from all those who ,viII be compelled to

abide by iL The constitution ""ill set the framework for activities and participation of stakeholders
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and it will also develop a mission statement which outlines the schools philosophy, aims and

objectives. It therefore, will be a document with a specific design to shape the idiosyncrasies of

a specific school.

3.3.3.3 The learners' code ofconduct

The South African Schools Act, (1996 8) makes it a legal requirement for schools to adopt a

code ofconduct for learners. The Act also makes provision tor pupils (grade 8 and above) to be

participants in decisions about the code ofconduct. It states in section 8 that 'a governing body

ofa public school must adopt a code ofconductfor learners after consultatio)] with the learners

(eight grade and above), parents alld educators ofthe schools. 'This policy would define the day­

to-day beha'10ural patterns ofleamers and the modes of disciplinary measures. The involvement

ofleamers, educators and especially parents in discussions about a school's code of conduct is

of paramount in1portance for its successful implementation because disciplinary actions taken

against learners are no longer beyond comment and criticisms from the community.

Whilst the learner is compelled to abide by the code ofconduct because 'nothing contained in the

this Act (1996: 8[8]) exempts a learner/mm the obligation to comp£v with the code ofconduct

of the school attended by the leamer '. The learner's rights to be treated \\i~th dignity, are also

protected by the Act in section 10 Corporal punishment is banned because it is considered an

infringement on the rights of the learner and is incompatible w~th the spirit of partnership and co­

operation.

To protect such rights however, the SASA (1996: 8[51) provides that 'a code ofconduct must

contain provisions ofdue process safeguarding the interests of the learner and any otherpart)"

invol\'ed in disciplinary proceedings '. In other words, the code of conduct must set out the

cDnsequences for breaking a code. This \-vould prevent inconsistencies and discrimination in

meting out punishment. Not only learners and parents, but educators as well, must be fully aware

of the learners code of conduct in order for it to be successfully implemented in schools. This is

in accordance v.~th the principle oftransparency. It serves as a beha,~oural guideline not only tor

learners, but also for educators because they are responsible for the day-to-day disciplining of
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learners and must therefore, use the code of conduct as a guide when meting out punishment.

The SGB has a legal obligation to focus a critical eye, not only on the behaviour oflearners but

also on the practitioners' practices so that there exists a conunitment by all to uphold the policies

expressed in the learners' code of conduct. Since the SGB is a legal persona in terms of the

SASA (1996), it can be held accountable for unconstitutional actions taken to implement

discipline. The Constitution provides that every person has a right to be treated with dignity. The

violation ofthis right can result in serious implications for the perpetrator of this right Therefore,

it remains the duty to the 5GB to ensure that all stakeholders (particularly educators) are well

informed about the school's code of conduct so that their actions are carried out within the

framework ofthis policy.

33.34 Compulsorv attendance

A public commitment to supporting the culture ofleaming and teaching, is expressed in SASA

(19%: 6[1]), which provides 'that every parent must cause every leamerfor whom he or she IS

responsible to attend a schoolfrom the fin! school day ofthe year in which such leamer reaches

the age ofseven years until the last school day ofthe year ill which such leamer reaches the age

offifteen years or the ninth grade. whichever occurs first..

Any parent or other person, according to the SASA (1996: 6[3D, 'who, without just cause.

prevents a learner who is subject to compulsory attendance from attending a school. is gUilty of

all offence and liable on conviction to aline or to imprisonment for a period not exceeding six

months. ' Furthermore, the Act obliges the .~fember ofthe E>:ecutil'e Council to ensure that there

are sufficient school places so that every child is gi\·en the opportunity to enjoy his or her right

to basic education.

The successful implementation of this policy means that a greater number of learners will enter

schools each year. Hence, class sizes will increase and subsequently a greater demand will be

placed on the resources ofa school. This situation poses a great challenge to the SGB, especially

as the issue ofquality now becomes a consideration \Vbilst quantitative expansion is a national
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priority, improving the quality of existing schools become the responsibility ofthe SGBs.

3.3.3.5 Admission tQ public schools

A key feature of the admissions policy is that no child may be discriminated against during a

school's admissions process. The 5GB is charged with the responsibility of formulating and

ViTIting the admissiQn policy The SASA (1996), however, prevents parents from holding tests

relating to the admission of the learners.

Neither the school principal nor the governing body, in terms of the SASA 1996, has the

authority to deny a child access to a school on the grounds of race, class or religion If a child or

parent does not subscribe to a school's mission statement, this cannot be used as a criteria to

refuse a learner admission to enrQI in the schQoL The policy Qf equal access is clQsely related to

the general demand for equality in educatiQnal opportunities because once a child gains entry into

a particular school he or she automatically has access to the resources offered by that schooL The

open school policy has made it possible for pupils from under-resourced schools to seek

enrolment in schools equipped with better resources. The exodus of pupils from the previously

disadvantaged to the well-resourced schools, has created a difficult situation for the school

manager especially when there is no room to accommodate pupils at the school

Factors such as the teacher-pupil ratio, limitation of school resources, the availabilitv of

classrooms, the level of education offered by a particular school etcetera, are all aspects tQ be

considered when making decisions about the admission policy. According to the SASA (1996

6[5]), the SGB formulates and writes the admission policy ofthe schooL The involvement of the

governing council in this regard, strengthens the voice of parents and provides pupils with the

po\ver ofchoice with regard to the school they v.ish to attend.

Children and albeit parents who are impoverished by their circumstances are protected from being

discriminated against by the Act (1996: [51) which provides that:
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'No learner~ be refused admission to a public school on the grounds that his or her

parent is u1U1ble to pay or has not paid the school fees determined by the governing

body. '

The admission policy is consistent with the National Constitution (1996: 7) which stipulates in

section 9 that:

'no person may unfairly discriminate directly or indirectly against anyone on 0112 or

more grounds, including race, gender, sex, pregnancy, marital status, ethnic or social

origin, colour, sexualorielltation, age, disability, religion, conscience, belief. culture,

language mid hlrth '.

However, the constitution does not forbid all forms ofdiscrimination, only 'unfair' discrimination

Sex discrimination may be regarded as fair in schools that have been given the option to retain

their single sex status. Provision for this policy is made in section 12 of the Schools Act (1996

10) which states that nothing in this Act prohibits the provision ofgender-specific public schools

33.3.6 Language and religious policy

In section 6, the Constitution (1996 4) cites 11 official languages of the Republic. Each of the

eleven languages enjoy equal status and thus everyone has the right to receive education in the

official language or languages of his or her preferred choice in public institutions The Governing

Body ofa school may determine the language policy oftheir schools but no form of discrimination

may be practised in implementing the policy.

The Act also provides opportunities for schools with only one medium of instruction to exist. The

governing body may lay dm-vn rules for religious observances provided that it is conducted in

an equitable manner and attendance by learners and staff members is free and voluntary. The staff

and learners rights to have their mm religious observances is thus acknowledged and respected.
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33.3.7 The school's budget

A public school's operating costs is funded partly by government subsidy, and partly by

income-related school fees which is obligatory for all parents who can afford it. It is government

policy that education in the General Education and Training Phase be provided at low cost to

parents, and free when parents cannot afford it. In terms of section 5 of the SASA (1996: 6), no

child can be refused admission to school on the grounds of the parent's inability to pay school

fees. The SASA (1996: 24[34]) states that 'the State must fund public schoolsfrom public

revenue on an equitable basis to elmtre the proper exercise of the rights of learners to education

and the redress ofpast inequalities in education provision '.

This policy directive stems from the democratic principles ofredress and education as a basic right

as expressed in the Constitution. The SGB has a legal obligation to abide by this policy directive

and at the same time improve its resources in order to uplift the quality of education This

obligation is outlined in the SASA (1996: 24[36]) which states: 'A governing body ofa public

school must take all reawllable measures within its means to supplement the resources supplied

by the State in ordPr to improve the quality ofeducation provided by the school to all learners

at the school. .

Such policy directives have indirect implications for management and governance of school

because the goveming body '.'rill have to set up realistic budgets and maintain budgetary

constraints vtithout sacrificing the quality of education. School governing bodies have become an

essential part of our country's education service. Therefore, an ineffective and laissez-faire

governing body would be detrimental to the national effons of developing qualitative educational

systems. The quality of education can be inhibited if schools depend solely on departmental

subsidies al1.d school funds from parents.

In the context of diminishing government finances to education Institutions and the

acknowledgement that a great deal of expenditure is incurred in the day-to-day running of a

school, it becomes ine"itable that a trend has to be started by SGBs, which will lead to the

establishment of independent income generating sources by indi"idual schools The SASA (1996

18[21) allows for SGBs to employ extra teachers, to maintain and imprO\e the school's property
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and buildings, to pay for services and purchase educational material or equipment. If finances are

available, then a SGBs will, for example, have the means to pay extra teachers thereby, enabling

the school to reduce class size.

Authors, such as Bayne-Jardine and Holly (1994) indicate that small class sizes have a direct

impact on the quality of education. A substantial bank balance thus, allows a school to enjoy a

degree offunctional autonomy. The status ofa school varies directly with the degree of success

achieved in this direction. For this reason there are attractions in the idea ofa 5GB as a means

of provIding some visible guarantee ofa school's individuality It is important for a school to

achieve a status of self-sufficiency. This can become possible when all activities can be funded

from a school's ov\;n resources. The 5GB therefore, needs to appoint a body of persons who will

be responsible for Impro\;ing the finances and material assets of the school.

According to writers such as Leonard (1989) and Caldwell and Spinks (1993), fund raising

committees can play a major role in this regard by helping to generate private income for the

school. Drawing from the principles of participative management, it can be stated that the

development of innovate fund-raising programmes and activities are needed so that measurable

targets are set to achieve financial goals. Programmes and activities devised by, for example,

fund-raising committees in consultation ",ith the SGB and other staff members can lead to ".ide­

scale commitment to achieving such goals. Once the programmes and proposed activities are

approved, collective efforts to meet fund-raising targets can be set in motion.

3.3.4 Curriculum 2005 and the National Qualifications Framework !NOF)

A new curriculum framework for General Education and Training, namely, curriculum 2005 was

published in July 1996. It is so named because by the year 2003, all grades in the general

education and traIllmg phase (ie. Grades 1 to 9) v"ill have been introduced to it From 2003 to

2005, an evaluation ofthe programme will be run by the department

It is auned at increasing access to the curriculum for all leamers in school. Curriculum 2005

reflects a paradigm shift in curriculum content and teaching methods. Emphasis is placed on

learning outcomes. Hence, outcomes-based education (OBE) is learner-centred v.ith the emphasis

placed on v\lhat the learner should be able to know, understand and can do and become.
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To ensure an integrated and national approach to education and training, nationally accepted

outcomes have to be determined. For this purpose a National Qualifications Framework (NQF)

has been developed. The NQF specifies the levels, bands and types of qualifications and

certificates in education and training (Dept. ofEducation: 1997: 73).

The South African Qualifications Authority (SAQA) stresses that there should be co-ordinated

and sufficient initiatives to ensure that role-players are equipped with the necessary information,

knowledge, insight and skills required for them to participate in curriculum development and

implementation (ibid) Educators who are to implement OBE are faced with the challenge to

understand the requirements for implementing the new curriculum. Their creative skills v"ill be

fully tested as OBE requires educators to become innovative curriculum designers. The extent of

educator involvement will affect implementation because they are responsible for delivering

learning programmes within the classroom.

Learners can no longer be regarded as passive recipients oflmowledge because OBE demands

a shift In teaching methods. The unidirectional mode of classroom teaching, as discussed in

chapter one, is rejected in favour ofa participative mode. Learners thus become participants in

the teaching and learning process and classroom management becomes the collective

responsibility ofall its mcumbents. Furthermore education, according to the OBE principles, has

to be relative and relevant to the learner's life world. EspDusing on a topic completely alien to a

learner's lifeworld, is contrary tD the principle of democracy

The mvolvement ofcornmunity members (example, nurses, builders) in the teaching and learning

process bridges the gap bet\veen the school and the community that was traditionally so evident.

Besides providing a valuable service to the school, the parents are themselves valued by the school

fDr the possible contn'butions they make. The incorporation of community participation in school­

based teaching and learning provides the opportunity for community members to exercise

respDnsibility for the education of the child.

The philosophy of OBE prmides for an environment in which diversity can flourish, where

understanding of and sensitivity tD difference in terms of race, language, religious beliefs and

appearance can developed. Educators are compelled to accoffirllodate diversity, but unity in the



PartU:ipative Management {DId the implemmtation ofselected education po1iev document;< in KZNschools 115

classroom has to be developed. This is possible through the reduction of stereotypical attitudes

and discrimination. To create a participative environment in the classroom context and reduce

prejudices, Lernrner (1993: 17) provides the following helpful hints:

*

*

*

*

*

*

*

*

assign leadership, responsibility and tasks equitably

eliminate segregated social and play areas

avoid groupmg on the basis ofgender or race

encourage boys and girls to participate in non-traditional activities

entertain the same expectations with regard to learning and behaviour for boys and for

girls

introduce interesting topics on race relations and gender related issues for discussion

develop appropriate curricula

develop rules and a code of conduct for pupils.

Forms ofirnplementation also incorporate community resources to ensure greater partnership and

ownership (Dept., 1997: 74) A culture of tolerance for diversity is imperative tor the

implementation of08E. Teaching has to be learner-paced and leamer-based.

The implementation ofOBE has particular implications for the SGB in terms of skills development

training of educators and resource provision. OBE places great demands on educators because

it requires them to teach a curriculum that is more critical, reflective and skills-orientated and

provides for new methods of assessment E~~dence is emerging which reflects ~~~despread

disillusionment resulting from the lack of comprehension and inadequate resources for effective

implementation. Sithole (1998) for example, who attended at a cost ofRSOO a teacher, a ProGro
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seminar on OBE says the following in a media report, namely The Teacher (June: 1998):

To say that I experienced a storm in my brain over all those incomprehensible terms and

that unbelievable OBEjcugOl~ would be a gross understatement. I felt completely freak ­

out and. like many ofmy English-speaking colleagues, felt bewilderedand insecure.... .I

see it as a moral wrong to introduce OBE at a time when so much that is basic and

fundamental to primary education is lacking. '

In the same newspaper, it is reported that libraries are considered an essential service to a semi­

literate population, and vital to the success ofthe new curriculum Curriculum 2005 assumes that

a qualitative education system is already in place. In rural schools, the lack of basic educational

resources, unqualified teachers, large teacher-pupil ratios make the implementation of the highlv

sophisticated OBE near impossible especially when considering the constraining time frames

Morphet (1982: 119) concurs that the efforts of the national ministry to redesign the curricula in

terms of the NQF have all but foundered at the conceptual level and in turn have produced

perplexity on the ground. Teacher commitment and morale is already low and still sinking, \vhile

many ofthe weaker schools appear to have fallen out ofthe system completely. Jansen (1997: 20)

argues that there is every reason to believe that the paradigm shift in teaching and learning w~ll

not happen for a simple reason: it makes erroneous assumptions about what kinds of teachers

exist in the education system. Jansen (ibid) further argues that to make such a shift requires highly

competent teachers mth sophisticated curricular, pedagogical and assessment skills. Even ""~th

training, such a shift is difficult to accomplish. Yet there is no indication that a national in-service

teacher education (INSET) programme to prepare teachers for the OBE curriculum, will be

launched. In this context, teachers will in fact reduce core competencies to narrow behaviours

because of their under-preparation for such a colossal change.

SASA holds the 5GB accountable to perform its functions in terms of the Act. This includes

supporting the principal., educators and the learners to upgrade the quality of education for all

learners_ They therefore need to establish priorities, identifY resources and equip classrooms for
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the implementation OBE. A well-resources learning environment with basic resources can

improve attitudes towards learning and teaching

3.3.5 Affirmative Action

Dekker and Lernrner (1994 61) argue that the major aim of affirmative action is to provide

equality for all citizens in a country by increasing the participation of disadvantaged groups or

individuals. It is regarded as a practical way in which equality can be brought about. Some

examples of programmes of affirmative actions are cited by (Dekker & Lernmer, 1994 71):

*

*

The reservation of academic, administrative and managerial posts for targeted groups.

Support programmes, such as human and academic programmes aimed at facilitation

the targeted student's adaptation

A radical change may come about in a school's structural component which includes the parent,

learner, and the staffas a result of the implementation of the policy of affirmation action. In terms

of reconstruction, the rights, duties and functions of the governing body representatives must be

respected and acknowledged in terms of the "'ational Constitution No representative is to be

discriminated against or overlooked during discussions and negotiations about school policies.

The principle of accountability, to respective constituencies, applies to every member of the

governing body

Of specific implication to the new school governing bodies is the need for capacity building

programmes to assist governing body members with the implementation of certain policy

directives. The drawing up ofthe school's cOIblitution, the mission statement, the schooI' s budget

and so on, require some insight and knowledge into how school's operate. Thus, capacity­

building programmes are needed to assist governing body representatives to implement policy

directives.
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3.4 THE LINK BETWEEN POLICY DIRECTIVES AND PARTICIPATIVE

MANAGEMENT

Whilst the National Constitution does not focus exclusively on policies for education

transformation, it does enact policy directives, as shown above, that form the framework which

informs current education policies and practices. In the preamble it states:

·We. the people ofSouth Africa

Recognise the /fIJl/stices ofollr past. '

This statement has significant implications for education systems, as it reqUires the

acknowledgement of past injustices (c! 23.26) The need for the recognition of injustices

speaks not only to the physical and visible aspects of past prejudices, but also necessitates

individual introspection in order to eliminate personal ideologies and practices that perpetuated

past injustices. In the sphere of school management and governance, introspection of this nature

promotes social relations that advance human dignity, non-racialism and non-sexism as expressed

in the National Constitution, 1996 Once the respect for human beings is cultivated and nurtured

among people, effective partnerships can be promoted (c! 2.3.3) because the manager's

assumption about people will lean heavily towards the Y-Theory as illustrated in the diagram on

page 49 (ci 2.3.1) The development of a culture of respect for human beings, triggers off

attitudes that are compatible \\ith the principles ofparticipative management (c! 232) It lays

the foundation for a management environment where indi\iduals are valued and potentials are

tapped in an increasingly supportive organisation.

The SASA, 1996 de-'olves powers ofcontrol over certain policy decisions to learners, parents and

educators respectively. It impresses on education systems to establish horizontal power structures

among learners, parents, educators, the school principal, non-staff members, and members from

the community (if 2.32.1). These stakeholders form the school's management and governance

team (if 3.3.3.1). Although the Act does not state specifically how the 5GB should implement

policy directives, it does nevenheless, outline the duties and functions that governing bodies

must perform which include, among others:
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*
*

*
*

*
*

*

•
*

adopt a constitution

develop the mission statement

adopt a code ofconduct for learners

determine times of school day

determine school fees

administer and control the school's property, and buildings and grounds

recommend appointments ofeducators

determine the language policy

draw up a budget

Additional functions may be allocated to a SGB but it must apply for such 'allocated functions'

to the Head ofthe Education Department. In essence, what these policy directives imply is that

greater management and governance powers are devolved to education stakeholder. These

stakeholders may determine the quality of education by devising local policies to meet local needs.

The policy of open schools is directly linked to participative management. It provides access to

persons ofall backgrounds and attempts to desegregate schools. Such access in the context of a

school, is extended to the school's management and governance policy Open schools with closed

management styles are incompatible. Therefore, it infers that all interest groups be given a voice

by representation on the SGB. Since the school accommodates learners from diverse racial

backgrounds, provision must be made for their parents to participate in decisions about their

schooling. The September edition of The Teacher ( 1997:4), published two articles which indicate

that wiJile policy documents call for open schools, integration among learners from different racial

groups, is problematic

The language policy which provides parents and pupils with the option to choose the medium of

instruction, accords equal recognition to all cultural groups and opens access to a more

meaningful and relevant education experience. This policy encourages learners to learn two or

more languages. It therefore, remains the responsibility of the governing bodies to promote

multilingualism in schools The language policy attempt to support a participative mode of

interaction which recognises the diverse nature of our society and reduces cultural and racial
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prejudices. In managing classroom activities, educators are to develop and encourage positive

cultural identities in learners by initiating activities which reflect diversity. Language diversity

cannot be seen as a linguistic mechanism which is used to isolate and exclude learners from

learning activities. The language policy makes participation of all· linguistic groups in the teaching

and learning environment not only possible, but also imperative.

Curriculum policy is indirectly aimed at protecting the education rights of all learners by evohing

an inclusive form of classroom management. Teaching methods must be designed to involve

learners in classroom activities. According to Kelly (1995: 112) it thus, becomes a moral duty of

educators to place learners at the centre of classroom management (cf 2.3. 1.4) Their knowledge,

skills and Ideologies are to form the starting point of the learning process

According to McKenzie (1997:29), Monyokolo (a policy analyst) and Potenza (a member of the

National Curriculum Development Committee), are of the opinion that, the idea that learners

should develop a strong sense of self, depends on an approach that integrates the local and the

global. They argue, that the one cannot be regarded as being independent of the other. To do so

would be to make the same mistake the architects of the old curriculum made.

OBE is based on the well-accepted educational principle that most efiective learning takes place

when it validates the experience and context of the learner, and moves from the familiar to the

unfamiliar The process ofdeveloping learning programmes, according to l\Ickenzie (ibid), will

be guided by the principle that educators and learners need re see themselves and their loved

experiences in the curriculum ifreal learning is to take place, and that this will in turn enable them

to operate confidently in the world. Hence, he avers, should they, once again, feel alienated from

the knowledge, skills and attitudes embodied in the curriculum, they may simple'avert their eyes. '

Outcomes Based education (curriculum 2005) is a practical mechanism which is used to

encourage individuals to be autonomous beings, responsible for shaping their o,vn outcomes.

Educators are given greater power for classroom management by being allowed the freedom to

experiment and explore different teaching and learning options Learners are drawn in as

partiCIpants in the education process due to a shift in learning and teaching methodologies.
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OBE sees the community as a valuable resource which needs to be exploited for the purpose of

promoting learning outcomes.

Through implementation, OBE extends the network of education partnership beyond the

parameters ofthe school context. The values and principles ofOBE are in essence complementary

to, and to a great extent compatible \';ith, the foundations ofparticipative management (cI 2.3. I)

Its primary objective is to develop the whole person by using the base-line knowledge as a

potential for improvement. OBE encourages that management should be seen as a decentralised

all-inclusive partnership which places school communities at the centre of the developmental

process (if. 2 3.3.1) It serves also to make educators aware of the potential and power they have

to change their schools mto quality learning organisations.

For the effective implementation of OBE however, the school teachers need a proper

understanding of its principles and application and adequate resources are also needed Many

critics of OBE, such as, Jansen (1997 6) argue that OBE is doomed to fail because it will

undermine the already fragile learning environment in schools and classrooms in South Africa.

Governing bodies, therefore need to consider capacity building programmes for teachers who are

compelled to implement OBE. The government, however, has to ensure that resource material

to schools are provided so that, at the very least, schools can attempt to implement OBE

The schools funding norms are intrinsically linked to the principles of participative management,

as it aims to promote equity in terms ofprmisions and outcomes (cf 22.2 9). Due to government

cutbacks in funding, parents are seen as the primary funding resource base. They are responsible

for footing the bill for such necessities as water. electricity, telephone services and so furth. In

schools that do not have these basic services. parents nevertheless, contribute financially through

the payment of schools fees. This, among other factors, make their participation in identifYing

needs, setting goals and deciding on policies imperative

Proper planning and budgeting are essential if needs are to be properly identified. Information

\\ith regard to budgetary needs must be made available to the SGB. This will enable the 5GB to

estimate all the amounts and then to develop a budged in order to ensure that the school works
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within its budget, but also provides an affordable education to the learners.

Sound judgements can be made through the availability of relevant inform (ef 2.3.25) For the

SGB to have access to such information, staff members should be deemed as the contact point

as they use resources for policy implementation. Hence, the interaction between staff members

and the governing body becomes necessary (cf 23.27) Community members, from whom school

fees are sourced must be part of the process for developing the school's budget (cf 2324)

School fees must be agreed upon before such a budget is adopted.

3.5 CONCLUSION

The foundations, principles and features ofparticipative management seems to correlate with the

principles that underpin national policies (cf 23). National policy documents, reflect the need

for participation of all interest groups in decision-making about education policies and practice.

This chapter indicated that while national policy directives sets national goals and norms, it

simultaneously devolves a degree of autonomy for policy formulation (within the framework of

national goals and norms) at the institutional levels. It was indicated that the process of

implementing participative policy directives, involves adopting the principies ofdemocracy which

underpinned the current education policy documents. The link between policy directives and

participative management was also discussed.
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CHAPTER FOUR

EMPIRICAL RESEARCH INTO POUCY lMPLEMENTATION:

METHODOLOGY AND RESEARCH DESIGN

4.1 INTRODUCTION

In this chapter, the range of approaches used to gather data will be described. The aim of the

research project was to elicit responses from education practitioners within the school milieu in

an attempt to identifY trends of school management and governance in the implementation of

selected education policy documents. The empirical study further aims to determine the extent of

knowledge by stakeholders, about policy directives that are to be implemented in schools. From

the data gathered, the researcher aims to develop measures of the variables important to this

study. From extensive questionnaire responses, the researcher aims to develop measures of three

variables important to this empirical study:

•
•
•

The quantity ofparticipation

The quality of participation

Satisfaction with implementation of specific transformatory policies

Questions pertaining to the relationship between the school principal and the staff, the governing

body and the pupils respectively, will provide data with regard to the quantity, quality and rate

ofsatisfaction in terms ofpolicy implementation. This information will allow for the classification

ofschools (participative or non-participative) in terms of the amount ofparticipation educators

are allowed in the governance and management of schools

Hence, the empirical research for this dissertation is regarded as important for acquiring data

about the apparent mismatch between education policy and practice in an attempt to make

recommendations to eliminate these. Careful planning and systematic procedures are imperative

for yielding valid and reliable data. Van den Aardweg & Van den Aard\veg, (1988 197) warns

that procedures are not haphazard acfu.ities; they are planned to yield data on a particular research

problem.
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This dissertation encompasses the five steps that characterises the systematic nature of the

research process as identified by Wiersma (1991: 8), namely:

., identifying the problem

., reviewing information
., collecting data

• analysing data and

• drawing conclusions

The specific chapter focuses on the third step: collecting data.

4.2 PREPARATION AND DESIGN OF THE RESEARCH

In De Vos (1998: 123-124), Thyer ...iews a research design as a blueprint or detailed plan for how

a research study is to be conducted Huysarnen (ibid) refines this definition by specifying that this

plan, or blueprint, offers the framework according to which data are to be collected to investigate

the research hypothesis or question in the most ecDnomic.aI manner. In the discussion that follows,

an attempt will be made to provide a blueprint for how the data was collected.

Cohen and ~tanion's (1997: 85) steps for preparing a research was considered during the initial

stages of preparation. Firstly they propose that a survey's general purpose must be translated into

a specific central aim. In this case the specific central aim was to obtain a detailed description

from primaIy school educators about management and governance practices within their specific

schools. Having decided upon and specified the primary objective ofthe survey, the second phase

of the planning involves the identification and itemizing of subsidiary topics that relate to its

central purpose. In this investigation, subsidiary issues included for example: the ex-rent of

educators knowledge about policy directives, the role of the principal in school management and

governance, the role played by parents/pupils/educators in decision-making about school policies

The third phase follows the identification and itemization of the subsidiary topics and involves

formulating specific information requirements relating to each ofthese issues. With respect to the
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extent ofeducator's knowledge, information would be needed about type ofschool information

systems (rotation of policy documents to staff members; discussion sessions, type of

communication systems). With regard to the role of the principal in school management and

governance, information would be needed about the ethos created by the principal (participatory,

non-participatory, capacity building programmes, opportunity for networking). With regard to

the role played by parents, learners and educators in decision-making, information would be

needed about the type of decision-making (inclusive, exclusive, collaborative, participative,

transparent) process prior to, during and after policy implementation.

According to Cohen and Manion (1997: 85), Hoinville and Jowell (1978) state that as these

details unfold, consideration would have to be given to the most appropriate ways of collecting

items ofinformation (interviews with selected teachers, postal questionnaires to selected schools.

etc.) Schumacher and Mcl\1illan (1993: 36) explain that surveys are used frequently in educational

research to describe attitudes, beliefs, opinions and other types of information. The researcher

regarded the survey as appropriate because information from educators are needed to collect data

about school management and governance.

42. 1 PermisSion

Best & Kahn (1986: 177) advise that if a questionnaire IS to be used in a public school, it is

essential that approval ofthe project be secured from the principal, who may then "vish to secure

approval from the superintendent of schools. Schools are understandably sensitive to public

relations. Thus, a written request (cj Appendix B) was made to the Regional Director of

Education and Training ofKwazulu Natal, to conduct this research study among primary school

educators located in the Scottburgh district within the Port Shepstone region. In a reply, the

researcher was asked to redirect the request to the Chief Superintendent of Education and

Management (CSEJ.'vf) in the Scottburgh district as the schools selected for the empirical study

are directly under the control ofthe district manager. A subsequent written request (cj AppendLx

C) was hence made to the CSE.'f

At a personal meeting ""-lth the CSEM on the 23 June 1998, a further meeting was arranged for
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the following day with the CSEM and the Superintendents ofEducation Management (SEMs) of

the six circuits selected for this survey to outline the purpose, relevancy and value ofthe study.

Unfortunately, due to the short notice, on the day ofthe said meeting, five ofthe six SEMs were

unavailable. Nevertheless, a lengthy discussion about the purpose and value of the study was held

",ith the CSEM and with the SEM for the Turton circuit. Written permission was subsequently

granted (c} Appendix D)

A copy of the preliminary questionnaire was left with the CSEM who stated that this would be

photo-copied and handed to each ofthe six SEMs. The researcher also sought authorization (cl

Appendix E) from each of the school principal's concerned for the utilization of educators to

complete the finaI questionnaire during non-teaching time. In each case, the purpose of the study

was stated to the principal as well as to the educators (respondents) concerned.

42.2

42.2.1

Selection of respondents

Population and sampling considerations

The selection ofa sample is a very important step in conducting a research study According to

Ary, Jacohs & Razavieh (1990 169) sampling implies taking a portion of the population, making

observations on this smaller group, and then generalising the findings to the larger population. A

population is any group of individuals that have one or more characteristics in common that are

of interest to the researcher The population may be all the individuals of a particular type, or a

more restricted part of that group (Best & Kahn., 1986: 10) The population identified for this

empirical study is that of primary school educators located in the Scottburgh district. Educators

are situated in a strategic position (the school context) which allows them opportunities for

practical observations of processes involved in the management and governance of primary

schools.

Gay (1987: 103), observes that a good sample is one that is representative ofthe population from

which it was selected. It is extremely important that the indi"iduals included in a sample constitute

a representative cross section of indi\iduals in the population. That is, samples must be
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representative ifone is to be able to generalise with confidence from the sample (Ary & Jacobs:

1990) A sample is studied in an effort to understand the population from which it was drawn. As

such we are interested in describing the sample not primarily as an end in itself, but rather as a

means for helping us to explain some facet of the population (Powers, Meenaghan & Toomey,

1985240).

Since the researcher is occupationally based in a primary school in the Scoltburgh district. The

'rule of thumb' was used to identifY the Scoltburgh district as the focus of this research At the

time of this investigation, there were 100 such schools in the six circuits within this district.

Although the researcher would have liked to obtain data from all educators in all of the 100

schools, it must be acknowledged that this would have been an impossible task, if not an

unrealistic ambition.

4.2.3

4.2.3.1

Sampling methods used

Cluster and simple random sampling

There are four basic types of scientific sampling methods, namely, simple random, stratified

random, cluster and systematic sampling (SoweU and Casey, 1982:75) For this study, two of

these methods were used, namely, cluster sampling and simple random sampling

According to Gay (1987·IIO), cluster sampling is more convenient when the population is very

large or spread out over a >.ide geographical area, De Vos (1998: 195), states that cluster

sampling has the advantage of concentrating the field study in a specific section of the greater

geographical area and thus helps save costs and time. The six circuits into which the Scottburgh

district is divided, were regarded as clusters. All six circuits were selected for the sample. De Vos

(1998: 198) states that the more clusters that are included in the study, the more representative

of the universe the sample naturally is. He further states, that the more clusters are drawn, the less

error will occur.

Simple random sampling, however, was used to select five schools within each cluster (circuit)
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According to Schumacher and McMillan (1993: 161) in simple random sampling, subjects are

selected from the population so that all members have the same probability ofbeing selected. The

names ofall the schools within the respective clusters were placed in a hat and five schools within

the respective clusters were randomly selected. These schools were identified as the schools which

would be the focus of the investigation.

When it came to the selection of educators, the researcher requested from the principal, a list

containing the names of all staff members. The researcher identified a random starting point on

the list and then selected numbers according to the product of the total number of staffmembers

divided by the number of subjects required to complete the questionnaire. According to Cohen

and Manion (1994: 87), ID simple random sampling, each member ofthe population under study

has an equal chance ofbeing selected.

42.3.2 Choice and size ofsample population

Best & Kahn (1986: 16) argue that there is usually a trade-off between the desirability of a large

sample and the feasibility of a small one. The ideal sample, they advise, is large enough to serve

as an adequate representation ofthe population about which the researcher wishes to generalize

and small enough to be selected economically - in terms ofsubject availability, expense in both

time and money, and complexity of data analysis. In general it is stated that the larger the

population, the smaller the percentage of that population the sample needs to be. Ifthe population

itself is relatively small, the sample should comprise a reasonably large percentage of the

population (De Vos, 1998: 191)

As stated above (c! 4.2.2.1), the population for this research comprises of primary school

educators in the Scottburgh district of southem KwaZuIu Natal. Educators ofprimary schools

were selected because they have direct access to implementation processes and management and

governance observations in primary schools. As implementors of current policy directives they

are able to comment directly on realistic policy implementation and management and governance

practices.
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The table below reflects the six circuits in the Scottburgh district, the number of schools selected

per circuit and the number of respondents who answered the questionnaire.

CIRCUIT NUMBER OF NO. OF SCHOOLS NUMBER OF NUMBER OF

SCHOOLS SELECTED EDUCATORS RESPONDENTS

PERCIRCUlT

Braemar 17 5 237 33

Umzinto 19 5 220 26

Mtwalume 1-1- 5 191 32

Turton 19 7 181 52

Amand.al'lre l3 6 158 30

Dududu 18 3 213 18

TOTAL _. 100 3 1 1200 191

(31%) (16%

Statistical reflection ofcirCllits, rmmber ofschools and m/mber ofrespondents selectedfor the
empirical investigation.

At the time of this research, there were 1200 primary educators in the Scottburgh district. The

initial intention was that five schools will be raIldomly selected from each of the six circuits This

was however, not possible becaU5e the schools in the Dududu circuil were closed due to faction

fighting in the area at the time when this research was being conducted. Since schools in the

Turton circuit was identified as having sinrilar characteristics as those in the Dududu circuit, it

was decided therefore, to increase the number of schools, and hence, the number of subjects, in

the Turton circuit.

During the research process however, the researcher managed to administer the questionnaire to

16 educators who were seconded to schools outside of the Dududu area. The total number of

respondents that answered the questionnaire thus, amounted to 191, that is 16% of the total

population. According to Grinnell and Williams (1990: 127), in most cases, a 10% sample should

be sufficient for controlling for sampling error.
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4.3 THE RESEARCH INSTRUMENT

The research instrument that best served the needs ofthis research study was the questionnaire.

A questionnaire is an mstrument with open or closed questions or statements to which a

respondent must react. The basic objectives of such a questionnaire is to obtain facts and opinions

about a phenomenon from people who are informed on the particular issue. Different kinds of

questionnaires can be distinguished, such as mailed or posted questionnaires, telephonic

questionnaires, personal questionnaires, questionnaires delivered by hand and group-administered

questionnaires.

The mail questionnaire seemingly, has many advantages. A major disadvantage, is that the non­

response rate may be very high and missing data may occur more often (De Vos, 1998. 153)

Whilst the researcher may have considered mailed questionnaires in an attempt to reach a greater

number ofrespondents, this option was shelved because many of the schools randomly selected

were situated in distant rural areas where postage services are non-existent and furthermore, the

majority ofeducators within the Scottburgh district, are English Second Language speakers. for

these reasons, the group-administered questionnaire was regarded as most suitable to accomplish

the objectives of this Investigation.

4.3.1 The Questionnaire as a research instrument

As already mentioned., the researcher relied greatly on the questionnaire as a research tool for the

empirical study In justif)'ing the use of this tool, Gay (1987: 195) contends that the use of a

questionnaire has some definite advantages over other methods of collecting data. For example,

a questionnaire is more efficient in that it requires less time, is less expensive and permits

collection of data from a much larger sample. Van Dalen (1979: 152) is even bolder and

unequivocal about the advantages of this method. He claims that for some studies or certain

phases ofthem, presenting respondents with carefully selected and ordered questions, is the only

practical way to obtain data.
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Van Rensburg, Landrnan and Bodenstein (1994: 504) define a questionnaire as a set ofquestions

dealing with some topic or related group of topics, given to a selected group of individuals for

the purpose of gathering data on a problem under consideration. Tuckman (1978) as cited by

Mahlangu (1987: 79), affirms that questionnaires are used by researchers to convert the

information directly given by people into data by providing access to what is inside somebody's

mind. This approach makes it possible to measure what the person knows (knowledge and

information), what he likes or dislikes (values and preferences) and what a person thinks (attitudes

and beliefs) This information is transformed into numbers or qualitative data by using attitude

scaling or by counting the number of respondents who give a particular response, thus generating

frequency data Hence, the questionnaire as a research tool, affords a good measure of objecti,,~ty

in soliciting and coding the responses of the population sample.

4.3.2 Construction of the Questionnaire

The researcher considered the following qualities ofa questionnaire when it was being designed.

Cohen and Manion (1996: 92-93) cite Da,,~dson (1970), who claims that an ideal questionnaire

is clear, unambiguous and uniformly workable. Its design must minimize potential errors from

respondents and coders. Since people's participation in surveys is voluntary, a questionnaire has

to help in engaging their interest. encouraging their co-operation, and eliciting answers as close

as possible to the truth.

The construction of a questionnaire as an activity should not take place in isolation because it is

the cu1mination ofa long process ofplanning the research objective, formulating the problem and

generating the hypothesis. According to Van den Aardweg and Van den Aardweg (1988: 198),

the researcher should consult and seek advice from specialists and colleagues at all times during

the construction stage. The researcher was thus, in regular contact with a research specialist from

Research International who ensured that the statements were not ambiguous, vague, bias, leading,

prejudice or incriminating and that the technical language was correct. The researcher also liaised

with colleagues to seek ad,,~ce during the construction stage. Questions were tested on them in

order to eliminate possible errors. Van den Aardweg & Van den Aardweg (1988: 198) concur

that a question may appear correct to the researcher when written dOWR but can be interpreted

differently when asked to another person
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Van Rensburg, Landman and Bodenstein (1994: 504) define a questionnaire as a set ofquestions

dealing with some topic or related group of topics, given to a selected group ofindividuals for

the purpose ofgathering data on a problem under consideration. Tuckman (1978) as cited by

Mahlangu (1987: 79), affirms that questionnaires are used by researchers to convert the

information directly given by people into data by providing access to what is inside somebody's

mind. This approach makes it possible to measure what the person knows (knowledge and

information), what he likes or dislikes (values and preferences) and what a person thinks (attitudes

and beliefs). This information is transformed into numbers or qualitative data by using attitude

scaling or by counting the number of respondents who give a particular response, thus generating

frequency data Hence, the questionnaire as a research tool, affords a good measure of objectivity

in soliciting and coding the responses of the population sample.

4.3.2 Construction of the questionnaire

The researcher considered the follO\ving qualities of a questionnaire when it was being designed.

Cohen and Manion (1996 92-93) cite Davidson (1970), who claims that an ideal questionnaire

is clear, unambiguous and unifonnly workable. Its design must minimize potential errors from

respondents and coders Since people's participation in surveys is voluntary, a questionnaire has

to help in engaging their interest, encouraging their co-operation, and eliciting answers as close

as possible to the truth.

The construction of a questionnaire as an activity should not take place in isolation because it is

the culmination of a long process ofplanning the research objective, formulating the problem and

generating the hypothesis. According to Van den Aardweg and Van den Aardweg (1988 198),

the researcher should consult and seek advice from specialists and colleagues at all times during

the construction stage. The researcher was thus, in regular contact \Vith a research specialist from

Research International who ensured that the statements were not ambiguous, vague, bias, leading,

prejudice or incriminating and that the technical language was correct The researcher also liaised

with colleagues to seek advice during the construction stage. Questions were tested on them in

order to eliminate possible errors. Van den Aardweg & Van den Aard\"eg (1988: 198) concur

that a question may appear correct to the researcher when written down. but can be interpreted

differently when asked to another person.

I
I
I

I
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An attempt was made to ensure that the researcher produce a design and lay-out of the

questionnaire which would attract a high level of response. Emphasizing this point, Cohen and

Manion (1980: Ill) submit that the appearance ofthe questionnaire is vitally important. It must

look easy and attractive. He reiterates that a compressed lay-out is uninviting; a larger

questionnaire \vith plenty of space for the questions and answers is more encouraging to

respondents. De Vos (1998: 156-157) emphasises that the questionnaire must be brief, including

only those questions which are absolutely necessary to collect all the relevant information. On the

other hand it must be long enough to incorporate all the questions, so that a situation does not

arise later where information is missing. He further stresses that it is important to work according

to an economic principle, so that respondents can communicate as much information as possible

in the briefest possible time

In the construction of the questionnaire, the researcher was informed and guided by the following

basic principles and characteristics of a questionnaire as espoused by Best & Kahn (1986: 175­

176) and De Vos (1998: 157-158)

*

*

*

*

*

*

It has to deal with a significant topic, one which the respondent will recognise as important

enough to warrant spending his or her time on.

It seeks only that information which carutot be obtained from other sources

It is as short as possible, and only long enough to get the essential data.

It is attractive in appearance, neatly arranged and clearly duplicated or printed.

Directions for a good questionnaire are clear and complete and important terms are clearly

defined

Each question deals with a single concept and should be worded as simply and straight­

forward as possible
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*

*

*

*

*

*

The questions are objective, with no leading suggestions as to the response desired.

Questions should be presented in a proper psychological order, proceeding from general

to more specific and sensitive responses. This order helps respondents to organise their

own thinking so that their answers are logical and objective. It may be well to present

questions that create a favourable attitude before proceeding to those that are more

delicate or intimate. Ifpossible, annoying or embarrassing questions should be avoided if

possible.

Data obtained from questionnaires are easy to tabulate and interpret It is advisable to

preconstruct a tabulation sheet, anticipating the likely tabulation and ways of

interpretation ofthe data, before the final form of the questionnaire is decided upon This

working backward from a ,~sualisation of the field analysis of data is an important

technique for avoiding ambiguity in questionnaire form. If computer tabulation is planned,

it is important to designate code numbers for all possible responses to permit easy

transference to a computer program's format.

Questions and response alternatives must be clear and not retlect the bias of the

researcher.

Every question must be relevant to the purpose ofthe questionnaire.

Abstract questions not applicable to the milieu ofthe respondents must rather be avoided.

The aim of the questionnaire was to elicit information regarding education management and

policy implementation at schooL The questionnaire was sub-di~ded into six questions

* Question I dealt with the demographic information of the respondents and consisted of

questions I. I to I. 11.
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*

*

*

*

*

432. I

Question 2 was subdivided into two parts and forossed on the role played by principals

in school management and governance. The first part consisted of fifteen closed questions.

In the second part of this question., the respondent had to rank their principal's role in

school management according to priority by using the given statements.

Question 3 focus sed on the role played by parents in decision-making about school

policies and consisted ofnine statements. The respondents had to select their choice from

five options.

Question -I focussed on the pupils within the school milieu and consisted offour

statements. Responds had to select their choice from five options

Question 5 was sub-divided into two parts. The respondents had to evaluate the changes

taking place in their particular schools and indicate the extent of their satisfaction \\'ith

regard to these changes by selecting their responses from a list ofoptions There were

fourteen such statements. In the second part, the respondent had to select three statements

that best describes his/her feelings about the changes taking place in the school. They were

required to place their choices according to priority.

Question 6 was an open question. The respondents had to express their thoughts and

feelings about the interaction of the principal with the educators, the governing body,

parents and the pupils of their respective schools.

Closed-ended questions

McMurtry (De Vos 1998: 160) advises that researchers must aim at using as many closed

gue.-tions as possible, although there will always be information which is difficult to generate by

closed questions, so that open questions are unavoidable in those cases. The ideal is a section of

the questionnaire consisting ofclosed questions suitable for statistical processing by computer and

a section with open questions which ,vill have to be processed manually. However, by using only

closed questions, important information can be missed because closed questions can never



Partidpative Mtl1fagement tl1fd the impkmentation o[selected "dueatio" policy documents in KZN schools 135

completely provide for the variety of response options which may exist on any particular subject

(ibid). The researcher used both closed and open questions for the questionnaire.

43.2.2 Open-ended questions

Open-ended questions were necessary because the researcher sought to explore variables that

were unknown to the researcher. De Vos (ibid) asserts that the open question has advantages

when a variable is relatively unexplored or unknown to the researcher. In such a case the open

questions will enable the researcher to explore the variable better and to obtain some idea ofthe

spectrum of possible responses.

432.3 Scaled items

According to Schumacher and McMillan (1993 245), a true Likert scale is one in which the stem

includes a value or direction and the respondent indicates agreement or disagreement with the

statement. Likert-type items use different response scales; the stem can either be neutral or

directional. The researcher used Likert-type scaled responses in the construction of the

questionnaire.

4.3.3 Advantages and disadvantages of a questionnaire

For this study, the researcher took cognisance of the advantages and disadvantages of a

questionnaire as expressed by various authors.

4.3.3.1

*

Advantages of the questionnaire

Affordability is the primary advantage of "'.'Titten questionnaires because it is the least

expensive means of data gathering.
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,.

*

*

*

*

*

*

The questionnaire permits anonymity. If it is arranged such that responses are given

anonymously, this would increase the researcher's chances of receiving responses which

genuinely represent a person's beliefs, feelings, opinions or perceptions

Questionnaires provide greater uniformity across measurement situations than do

interviews. Each person responds to exactly the same questions because standard

instructions are given to the respondents

Generally, the data provided by questionnaires can be more easily analysed and interpreted

that the data obtained from verbal responses.

Questionnaire design is relatively easy if the set guidelines are followed

The administering ofquestionnaires, the coding, analysis and interpretation of data can be

done ...ithout any special training.

Data obtained from questionnaires can be compared and inferences made

Questionnaires can elicit information which cannot be obtained from other sources This

renders empirical research possible in different educational disciplines

Since the researcher used the group-administered questionnaire, further advantages as espoused

by De Vos (1998: 155) are were considered:

* The respondent himself7herself completes the questionnaire while the researcher is

present to give certain instructions and clear up possible uncertainties

* The greatest advantage of this method is that much time is saved and that the group of

respondents is handled simultaneously and consequently also exposed simultaneously to

the same stimulus
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4.3.3.2 Disadvantages of the questionnaire

The disadvantages of a questionnaire cannot be overlooked because the type of research

instrument chosen by the researcher results from weighing the pro's and con's of the proposed

instrument. Mahlangu (1987 84-95), tabulates, the following disadvantages of a questionnaire:

*

*

*

4.3.4

Questionnaires do not provide the flexibility of interviews.

People are generally better able to express their views verbally than in wTiting.

Questionnaires can be answered only when they are sufficiently easy and straight-forward

to be understood with the given instructions and definitions

Validity and reliability of the Questionnaire

Reliability and validity are essential to the effectiveness ofany data-gathering procedure (Best &

Kahn, 1986: 144). They observe that all too rarely do questionnaire designers deal consciously

with the degree of validity or reliability of their instrument. Perhaps this is one reason why so

many questionnaires are lacking in these qualities They further recognise that, questionnaires,

unlike psychological tests and inventories. have a limited purpose They are often one time data­

gathering devices \vith a very short life, administered to a limited population. Best & Kahn's

(1986: ! 78-! 79) views become relevant in order to understanding how to improve both validity

and reliability ofa questionnaires:

•

•

Basic to the validity ofa questionnaire is asking the right questions, phrased in the least

ambiguous way. In other \vords, do the items sample a significant aspect of the purpose

ofthe investigation.

The tenn used must be clearly defined so that they have the same meaning to all

respondents
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Researchers need all the help they can get; suggestions from colleagues and experts in the

field ofinquiIy may reveal ambiguities that can be removed or items that do not contribute

to a questionnaire's purpose.

The panel of experts may rate the instrument in terms of how effectively it samples

significant aspects of its purpose, providing estimates ofcontent validity.

* Reliability ofquestionnaires may be inferred by a second administration of the instrument,

comparing responses ofan alternate form with the original form.

The researcher did not, however follow Best & Kahn's suggestions to the letter, but used their

suggestions as a guide in dealing with aspects of validity and reliability regarding the research

instrument.

434.1 Validity

Hudson (De Vas, 1998: 83) states that the definition of validity has two parts: the instrument

actually measures the concept in question, and the concept is measured accurately. De Vos (ibid)

argues that in this sense, validity refers broadly to the degree to which an instrument is doing what

it is intended to do. Best & Kahn (1986: 144) concur that validity is that quality of a data­

gathering instrument or procedure that enables it to measure what it is supposed to measure. They

further emphasise that reliability is a necessary but not sufficient condition for validity. That is,

a test must be reliable for it to be valid, but a test can be reliable and still not valid. Van den

Aardweg and Van den Aardweg (1988: 237), Mulder (1989: 215-217) and Dane (1990 257-258)

cite three di...'ferent types ofvalidity:

*

*

Content validity where content and cognitive processes included can be measured. Topics,

skills and abilities should be prepared and items from each category randomly drawn.

Criterion validity which refers to the relationship between scores on a measuring

in,,~rument and an independent variable (criterion) believed to measure directly the
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behaviour or characteristic in question. The criterion should be relevant, reliable and free

from bias and contamination.

*

4.3.4.2

Construct validity where the extent to which the test measures a specific trait or construct

is concerned, for example, intelligence, reasoning, ability, attitudes, etcetera.

Reliability

Hudson (De Vos, 1998: 85) defines reliability as the accuracy or precision of an instrument; as

the degree ofconsistency or agreement between two independently derived sets of scores; and

as the extent to which independent administrations of the same instrument yield the same (or

similar) results under comparable conditions Synonyms for reliability are dependability, stability,

wnsistency, predictability, accuracy, reproducibility, repeatability and generalisability Thus, an

instrument is reliable to the extent that independent administrations of it or a comparable

instrument consistently yield similar results.

Whilst reliability refers to consistency, consistency does not however guarantee truthfulness. Dane

(1990: 256) emphasises that the reliability of the question is no proof that the answers given

retlect the respondent's true feelings. Sources of error that may affect reliability are expressed by

\fulder (1989 209) and Kidder and Judd (1986 45)

*

*

*

Fluctuations in the mood or alertness of respondents because of illness, fatigue, recent

good or bad experiences, or temporary difterences amongst members ofthe group being

measured.

Variations in the conditions of administration between groups. These range from various

distractions, such as unusual outside noise to inconsistencies in the administration of the

measuring instrument such as omission in verbal instructions

Differences in scming or interpretation of results, chance differences in what the observer

notices and errors in computing scores
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* Random effects by respondents who guess or check off attitude alternatives without trying

to understand them.

It must be acknowledged that when a questionnaire is used as an empirical research instrument,

there is no specific method, example the 'test-retest', to determine the reliability of the

questionnaire. Therefore it would be difficult to establish to what extent the answers of the

respondents were reliable. However, as the questionnaire is targeted at primary school educators,

they were regarded as appropriately positioned and possessed the necessary experiential

knowledge to respond to the questionnaire in a responsible and reliable manner.

The researcher believes the questionnaires in this investigation were completed with the necessary

honesty and sincerity required to render the maximum possible reliability. Frankness in responding

to the questions was made possible by the anonymity of the questionnaire. In coding of the

questions it was evident that the questionnaires were completed with the necessary dedication

These factors should enhance the validity and reliability ofthe information and the data-gathering

instrument.

4.4 PILOT STUDY

Researchers generally agree that a pilot study or trial run is important because it helps the

researcher to decide whether or not the study is feasible and whether or not it is worthwhile to

continue (Khathi, 1990: 80; Ary and Jacobs and Razavieh, 1992:109). The pilot study provides

the researcher with an opportunity to assess the appropriateness and practicality of the data

collecting instrument. Unanticipated problems that may appear may be solved at this stage,

thereby sa\ing time and effort

Regarding the selection of people on whom the pilot study should be tested, Tuckman (1978:

225) sugge,,'1:S that the pilot study should use a group of respondents who are part of the intended

test population but will not be part of the sample. This reasoning is appropriate because people

of the intended population would undoubtedly have a clear understanding of the nature of the

questions being asked in the questionnaire. Testing a pilot on friends and neighbours as suggested
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by Leedy (1974) could result in distorted findings, Thus, the researcher decided to conduct a pilot

study with the approval ofthe principals, on educators in two schools, namely one ex-Department

of Education and Training (ex-DET) and one ex-House of Delegates (ex-HOD) school which

were not going to form part of the final sample.

It was found that in the ex-DET school, where all educators were not English second language

speakers (EL2), some difficulty was experienced Respondents complained oflack ofexperience

with regard to completing a questionnaire, Although they showed enthusiasm, it was suggested

that the researcher read the introductory sentence for each question and briefly explain what is

required from the respondents Respondents should work concurrently through each question to

ensure that all six questions are completed. These suggestions were implemented during the main

study

Furthermore, the results of the pilot study enabled the researcher to eliminate and alter some

items. example, one item in question two, regarding the role of the principal in school

management, had been phrased in such a way that it appeared to be leading respondents to a

particular answer. Another item in the same question, appeared to be of a sensitive nature and

the researcher was ad,ised to eliminate it altogether In questions L9 and ] 10, there were no

provisions for an "unsure" box and these were added.

Khathi (1990: 68) affirms that the pilot study provides the research worker \\ith ideas, approaches

and clues not foreseen prior to the pilot study Such ideas and clues greatly increase the chances

of obtaining clear-cut findings in the main study. Hence, the pilot study served as a valuable trial

run in this regard.

4.5 ADl\IINISTR.-\TION OF THE QUESTIONNAIRE

,,;'..11 the questionnaires for the empirical study were accompanied by a cover letter. Ary, Jacoh and

Razavieh (1985: 532) state that the cover letter serves to introduce the potential respondents to

the questionnaire and sell them on responding. The cover letter should include the purpose of the

study and a request for co-operation. The anonymity of respondents must also be guaranteed
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clearly in the covering letter and a clear indication given that all information will be treated with

confidentiality (De Vos, 1998 157)

Whilst the suggestions above were not followed to the letter, the researcher used the suggestions

as a guide in the administration of the questionnaires. Since both rural and urban schools were

targeted for this research, meetings, during non-teaching times, between the researcher and the

group of respondents were set up by means ofte1ephonic arrangements "'ith the principal. Where

no telephones existed., this was done so personally by the researcher Upon arrival at each school,

the researcher presented to the principal, the letter of approval from the CSEM to conduct

research in the Scottsburgh district. The researcher also requested a signature ofauthorization

from the principal (cf Appendix E) as reference to the fonnal permission granted by himlher to

conduct the research

In order to motivate respondents to give their full co-operation for the investigation, a verbal

description of the purpose of the study was given. The importance of the study for education

management and governance as a whole was also stressed. In schools where all the respondents

were English second language speakers (EL2), the researcher read the cover letter to the

respondents and the topic sentence for each question to the respondents. This proved to be a

sound means to ensure that all respondents were sufficiently confident to answer all questions

The personal administration of the questionnaire to the respondents facilitated a cordial and

relaxed atmosphere that resulted in the researcher and the research instrument being accepted

without hostility or suspicion. It further eliminated misinterpretation of questions by the

respondents as they were invited to ask for interpretation where uncertainties occurred.

Cognisance was, however, taken of De Vos's (1998: 155) suggestions for group-administered

questionnaires. He states that each respondent should receive the same stimulus and complete

biS/ber own questionnaire without discussion with the other members of the group. The

respondent himselfi'herself completes the questionnaire while the researcher is present to give

certain instructions and clear up possible uncertainties
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4.6 PROCESSING OF DATA

Since both descriptive and the inferential statistical analysis were used in processing the data for

this empirical study, a brief account of these two types of statistical applications will be given

4.6.1 Descriptive statistical analysis

According to Best & Kahn (1986 20&), descriptive statistical analysis limits generalization to the

particular group ofindividuals observed. No conclusions are extended beyond this group, and any

similarity to those outside the group cannot be assumed. The data describe one group and that

group only. Descriptive analysis provides valuable information about the nature of a particular

group of individuals Descriptive statistics is the most fundamental way to summarise data, and

it is indispensable in interpreting the results of quantitative research (Schumacher & Mc1l.1illan

(193 192)

4.6.2 Inferential statistical analysis

Inferential analysis always involves the process of sampling and the selection of a small group that

is assumed to be related to the population from which it is drawn Drawing conclusions about

populations based upon observations of samples is the purpose of inferential analysis (Best &

Kahn, 19&6 208). Schumacher and McMillan (1992: 192) state that inferential statistics are used

to make inferences or predictions about the similarity ofa sample to the population from which

the sample is drawn. Since many research questions require the estimation of population

characteristics from an available sample of subjects or behaviour, inferential statistics are

commonly used in reporting results. A content analysis was performed on responses to open­

ended questions. This meant first identifYing themes in the responses and then tabulating the

frequency ""lth which each theme appeared.

The interpretation of data was facilitated by the use of the test called the related (correlated) t­

test. According to Howitt and Cramer (1997: 127), the t-test is the name of a statistical technique

which examines wnether two groups of scores have significantly different means - in other words

how likely is it that there could be a difference between the tv.o groups as big as the one obtained
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ifthere is no difference in reality in the population? Hence, this test compares the means of two

related samples of scores to see whether the means differ significantly.

The researcher v"ishes to know whether the means of responses differ from each other The

question is whether the mean scores in the responses are sufficiently different, from each other

that they fall in the extreme 5% of cases. A significance table (cf Appendix F), of the t­

distnbution, reports the value ofthe t-score needed to put a sample mean outside the middle 95%

of sample means and into the extreme 5% of sample means that are held to be unlikely or

statistical~vsignificant sample mean. In other words, the critical value to test for the significant

difference between proportions is taken at the 5% level Ifthev do. this allows the researcher to

generalise from the research findings

4.7 LIMITATION OF THE INVESTIGATION

4.7.1 Limitations ofdesign

Schumacher & McMillan (1993: 572) express the essential of stating the design limitations as, It

illustrates the researcher's knowledge of the threats to the internal and external validity in the

proposed design. They purport that it is better for a researcher to recognise the limitations rather

that claim he or she has the 'perfect' design A shortcoming of the research design is that It

overlooked the fact that a large number of respondents were English second language speakers

(ESL2). The questionnaire was monolingual and not bilingual and therefore, did not cater for the

Zulu speaking respondents The researcher phrased the questions in simple English and made

herselfavailable for clarification where necessary at the time of completion of the questionnaIre

4.7.2 Methodologicallimitations

According to Schumacher & Md..1illan (1009 573), methodological limitation refers specifically

to validity and reliability of the proposed instrumentation or instrument(s) that have been

developed. The following are likely ±actors that may have influenced the reliability and validity of

the questionnaire:
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* The sensitive nature of items in the questionnaire may have elicited false or misleading

responses thereby influencing the reliability of the results.

Despite the above limitations and given the time and resource constraints, the researcher found

that the advantages of the questionnaire far outweighed the disadvantages for this study.

Furthennore, on evaluating the questionnaire, a reasonable level of validity and reliability was

established to support the use of the questionnaire for this study.

4.8 CONCLUSION

In this chapter the planning and design of the empirical research was discussed. The planning

incorporated permission and selection of respondents A rationale for the choice of the

questiormaire as the research instrument was given. The administration ofthe questionnaire and

the data processing method were discussed. An overview of the limitations of the investIgatiOn

were also outlined.
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CHAPTER FIVE: ANALYSIS AND INTERPRETATION OF DATA

5.1 INTRODUCTION

In this chapter, the results of the empirical investigation will be analysed and interpreted.

Thereafter, the responses to specific questions on the questionnaire will be examined As stated

in chapter four, the data for this study was gathered by means of a questionnaire. The analySIS of

the questionnaire data involved coding the one hundred and ninety-one completed questionnaires

and subsequently transferring the coded data onto a computer spreadsheet. Finally, the data was

subjected to computerised statistical analysis in order to test statisti cally the relationship between

specific variables. Below is the analysis of the data gathered.

5.2 DESCRIPTIVE AND INFERENTIAL STATISTICS

5.2.1 Gender ofeducatofs in primary schools

Table I Frequency distribution according to gender of educators iu primary schools

GENDER FREQUENCY PERCENT

Male 60 31A

Female 131 68.6

TOTAL 191 100

Table 1 indicates that more female educators (68.6%) compared to male educators (31.4%) are

occupying teaching positions in primary schools Dekker and Lemmer (1994 22) confirm that

teaching in South Africa is dominated numerically by women. They further cite Erwee (1992),

who is of the opinion that a possible reason for this is that women's vocational choices were

traditionally gender-specific, .vith 66,5% in education and only 5.6% in engmeering.
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5.2.2 Age ofrespondents

Table 2 Frequency distribution according to the age of the educators

AGE FREQUENCY PERCEl''TAGE

under 30 46 24.1

31-40 100 51.4

41,50 36 188

51-over 9 4.7

Total 191 100

The age profile of the respondents reflected in the above table shows that 76.4% of the

respondents are in the age category below 40. Data from this question clearly indicates that the

educators in primary schools in the Scottburgh District are relatively young and still have a many

years to contribute to the profession. Leonard (1989: 70) states that it is good for any school to

have a spread of ages in its staff Thus, if their knowledge and skills are properly harnessed and

they are trained to become partners in managing the education system, the trend towards

participative leadership and collaborative management can evolve.

Only 4.7% ofthe educators are over 50 years \Vhat is noticeable from this table is that the apex

narrows as the ages advance. The possible reason for this phenomenon is that the maJonty of the

senior (and more e:>.:perienced) educators have been lost to the profession due to the Department

of Education's retrenchment and retirement packages (cf 1.1)



Participative Management arrd the implemerrtation ofselected educa1iorr poli9' documerrts in KZN schools 148

5.2.3 Home Language

Table 3 Frequency distribution according to the home language of the educators

Home Language Frequency Percent

English 50 26.2

Afrikaans 2 l.0

Zulu 139 728

Xhosa 0 0

TOTAL 191 100

Table 3 indicates that the majority of respondents (72.8%) speak Zulu at home. This finding was

anticipated (c! 4.5) and therefore the researcher opted for the group administered questionnaire

in order to prevent misimerpretationofquestions. Cognisance was taken ofDe Vas's (1988: 155)

suggestions for group-adininistered questionnaires. He states. as mentlOned in chapter four, that

each respondent should receive the same stimulus and complete hislher own questionn3.1re without

discussion with the other members of the group. The respondents thus, completed the

questionnaires while the researcher was present to give certain instructIOns and clear up possible

uncertainties.

5.2.4

Table 4

Highest qualification

Frequency distribution according to qualification of educators

Qualification Frequency Percent

Lower than matric 2 1.0

Matrie 1<1- 73

CollegelUniversitv diploma 156 81 i

Universlt'i Degree eg BA 15 7.9

Other post university degrees + 2.1

Total 191 100

It is encouraging to note from table 4 that only 8.3% ofthe respondents mdicated that they do not

have a college or university diploma. Hence, it can be concluded that manv of the schools are
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managed by properly qualified educators. While proper qualification is a necessary criterion to

enter the teaching profession, appropriate training is necessary for qualitative education and

classroom management. Table 2 indicates that 75.9% of the educators are over the age of30,

suggesting that the majority of educators have had their training before the April 1994 elections

Due to the rapidly changing demands on educators to meet the needs of the population it serves.

inservice and continuous training is indeed necessary. This is emphasised by Oldrough and Hall

(1991: 25) who maintain that in-service training is a major vehicle for delivering educational

reform. This \-jew is supported by Jones (1980 77) who states that the school's manpower should

not be left to their own devices whether they are newly appointed members of staff or teachers

of many years' standing in a schooL The significance of staff development is discussed further in

the next chapter on recommendations.

Of particular significance, is the indication, from table 4 that 7.9% of the educators have a

university degree and only 2.1 % have studied towards a post-university degree. It is the

researcher's belief that not only principals, but also level one educators need to improve their

own standard ofeducation so that a greater understanding about managing the education system

can be gained. According to Theron and Bothma (1990 28), a post graduate study like REd

gives the student an intensified scientific insight into and better understanding of teaching and

educational problems and other developments in the field of education. Self-improvement and

professional development, equips the educator with confidence and skills to implement education

transformation and at the same time compensates for aspects inadequately dealt \vith ID initial

training.

5.2.5

Table 5

Phase ofteaching

Frequency distribution according to phase in wbicb educator is teaching

Ph,..., Frequency Percent

The Junior Primarv Phase 82 429

The Senior mmaIy Phase 109 57 i

Total 191 100
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Table 5 indicates that there are 42.9% educators teaching in the junior primary phase and 57 1%

teaching in the senior primary phase. Comparatively, the percentages indicate a slightly greater

percentage of educators in the Senior Primary phase. Concern was raised in the open-ended

question (six) by 4.1% of the respondents who indicated that there is a lack ofinvolvement of

Junior Primary teachers in the management of schools. One such respondent claims: 'We

(referring to JP teachers) are just told what to do. we are never involved in/he decisioll5 '. The

neglect of matching specific tasks with skills and knowledge may negatively mfluence the

management of professional relationships within the school environment.

5.2.6

Table 6

School type

Frequency distribution according to school type

Qualif'lCation Fre-quencJ Percent

.x-DEI school 133 69.6

ex·HOD school 44 23.0

ex-HOR school 3 1.6

ex-HOA school 1I 5.8.

Total 191 100

Table 6 reflects that the majority of respondents (69.6%) are from ex-DET schools. Thus, it can

be concluded that there are more ex-DET schools in the Scottburgh District than all the other

schools put together, which amounts to 304% only. In the background ofthis study (cf 1.2), it

was revealed that the education systems in South Africa were differentiated on the basis of raCIal,

ethnic and regional divisions ofSouth Afiican society. The Department ofEducation and Trairnng

which implemented Bantu Education was cited as the prelude to the gross disparities in the

present educational system Since Table 6 indicates that there are more DET schools in the

Scottburgh District, it can be inferred that a greater effort in tenns of human and material

resources is required to bring about eqUity in this .icinity.
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5.2.7

Table 7

Circuit

Frequency distribution according to circuit where respondents are teaching

Circuit Frequency Percent

Braemar 33 17.3

Urnzinto 26 136

Mtwahnne 32 16.8

Turton 52 272

Amanda\\-"e 30 157

Dududu 18 94

Total 191 100

The majority ofrespondents (27.2%) came from the Turton cIrcuit and the lowest number (94%)

came from the Dududu circuit. The initial intention of the researcher was to randomly select five

schools from each circuit. As explained in chapter one, this was not possible due to faction

fighting in the Dududu area (cj 18).

5.2.8

Table 8

Number of years in present schoQl

Frequency distribution according to the number of years of educators in

their present schools

No. of years in Frequency Percentage
present school

under 5 73 38.2

6 - 10 65 .140

11 - 15 .10 15.7

16 - 20 16 8.4

over 20 7 3.7

Total 191 1000
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Table 8 indicates that the majority ofeducators (61.8%) have been members ofa particular school

staff for more than 5 years. This allows for an informed response to questions which the

researcher asked. Table la however, indicates that a number of respondents indicated a poor

knowledge of their school policies, for example:

*

*

*

the school's constitution

the school's mission statement

the learners' code of conduct

(18.6%)

(240%)

(24.4%)

Table 13 below indicates that 78.5% ofthe respondents agree that their school principals discuss

school policies with the staff. The percentages above however. indicate a poor knowledge of

school policies This is indicative of the difficulty being encountered, even by qualified and

experienced teachers, to conceptualise the large number ofnovel policies that they are required

to implement in the schools.

5.2.9

Table 9

Gender of school principal

Frequency distribution according to gender of school principal

Circuit Frequency Percent

Male 103 53.9

Female 88 46.1

Total 191 100.0

It would be logical to assume that a greater number of females are occupying management

positions, especially in the light ofthe statistical differentiation in gender of respondents (males.

31.1% and females 686%) in the sample population with females being in the majority (Table

I) Table 9, however, reflects otherwise ""ith 53.9% male principals and only 46.1% being female.

However, in comparison with pre-1994 gender ratios, it is encouraging to note that a greater

number offemales are occupying principals' posts.
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Research on Management Development and Training of Principals ill KwaZulu with specific

reference to senior secondary schools, conducted by Mbatha (1992. 169), reveals that out of 85

respondents randomly selected for the empirical studies, only 2 were females occupying

management positions. Similar trends were found in primary schools prior to 1994 which also

reflect an endocentric bias with regard to management positions.

The policy to redress the inequality of opportunities, namely affirmative action, supports the

principle of equity in the workplace and hence aims to equalise participation rates in terms of,

among others, gender (cj 3.3.11) Notwithstanding the above policy of affirmative action,

cognisance must be taken ofDekker and Lemmer's (1994: 24) warning, that equality in access

to education opportunities is only part of the issue and must be accompanied by equality in the

process of schooling.

The whole idea ofeducation as an enabling condition of equality is premised on the belief that

gender-based inequity was rationally based on women's lack of formal school qualifications when

compared to those ofmen. This trend is rapidly changing as women are currently aspiring towards

improved academic qualifications. Leithwood, Begley and Cousins (1992: 33) concur that greater

respect for individual rights is changing and will continue to change the ethnic and gender balance

in positions of responsibility in schools. Many more women, they argue, will assume such

positions, shortly.
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5.2.10

Table 10

Description ofknowledliW

Frequency distribution according to items relating to respondents'

knowledge of selected policy documents

QUESTION 1.8 EXTRE~IELY POOR AVER.l.GE GOOD EXTRE~IELY TOTAL "lEAN
De5criptioa. orKnmdedge POOR GOOD

The South African Schools 36 21 70 47 11 191
Act, 19% 18.8% 14.2 % 36.60/0 24_6 g,-o 5.80/0 100.% 2.84

The South African Schools 22 48 55 59 7 191
Bill, 1996 11.5% 25.1% 288% 30.9% 3.7% 100.% 2.9

Education Labour 23 41 15 37 9 191
Relations Act, 1995 12.0"10 24.6% 39.3% 194% 4.7% 100.% 2.8

Your school's oonstitution 15 17 47 83 29 191
79% 8.9% 24.6% 43.5% 15.2% 100.% 3.39

Your school's mission 0' 23 44 70 31 191~O

statement 12.0% 12.0% 23.2% 366% 16.2% 100.% 3.33

The Learner's code of 19 20 39 63 50 191
conduct 99% 10.5% 20.4% 33.0o/G 26.2% 100.% 3.55

The Teachers' cooe of 17 15 31 74 54 191
conduct 8.9% 79% 16.20/0 3R.7% 283% 100.(% 3.1

Table 10 indicates that the respondents knowledge with regard to "the learners' code ofconduct"

and "the teachers' code ofconduct" is relatively good (mean scores of 3.55 and 3.7 respectively).

However, the mean values with regard to 'the SASA' (2.84) and the 'SA Schools Bill' (2.9)

measures significantly lower on the 95% confidence level thereby indicating a comparatively poor

knowledge ofthese policy documents.

One of the most important policy documents that drives education transfonnation is the South

African Schools Act, 1996. Table 10 reflects that about one third (329%) of the educators have

a poor or extremely poor knowledge ofthe SASA and only 304% indicating a good or very good

knowledge of this policy document_ This finding confinns the need for capacity building

programmes, as acknowledged in the \VPET (cj L1) It is the v.Titer's view that an improved

and enhanced knowledge and skills base about policy directives is a presupposition for effective

policy implementation.
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Table lla

Table llb

Table llc

Stakeholder representatives elected on the Schools Governing Body (SGB)

Frequency distribution according to the number of educators on the SGB

Educators OD the SGD FrequefKJ- Percemage

!l<tween 1-2 140 73.3

+<; 19 9.9

7-10 10 5.2

~one 2 1.1

ensure 20 10.5

Total 191 lOO

Frequency distribution according to the number of parents on the 5GB

Par-ent5 OD the 8GB Fnquen<y Pe~

Between 1-2 14 7.3

+<; 133 69.6

7-10 16 8.4

~on.; 4 2.\

Unsure 24 126

TotoJ 191 100

Frequency distribution according to the number of non-parents on the SGB

,"on-pa..rrnb on the SGD Frrquency Pe~

Betw""" 1-2 21 11.0

+<; I 5

7-10 4 2.\

~one 122 63.9

Cnsure 43 225

Tola! 191 100

Tables 1Ia, lIb and lIe indicate the data captured for Question 1.9 of the questionnaire. A

comparative analysis of the frequency distribution indicates that the majority of schools are

complying v.~th policy directives which mandate a parent majority on the SGB (cf. 3.3.3 I [a]).
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From the statistics above, it is clear that there are more parents as compared to that ofeducators

on SGBs. The percentage (69.6%) of respondents who indicated that there are 'between 4-6'

parents, for example, on the 5GB (Table 11) is far greater than the percentage (9.9%) of

respondents who selected educators in the same category, namely 'between 4-6' (Table lIb)

5.2.12

Table 12a

Table 12b

Stakeholder representatives co-opted on the Schools Governing Body (5GB)

Frequency distribution according to the number of co-opted educators on

the SGB

Co-opted edueaton of SGD Frequency Percentage

Betv.'een 1-2 27 14.1

4'<; 5 2.6

7-10 0 0

None 125 65.5

Unsure 34 17R

Total 191 10000

Frequency distribution according to the number of co-opted parents on the

SGB

C~predpsnnbQnSGB Frequency Percentage

Between 1-2 37 19A

4--6 9 4.7

7-10 0 0

None 109 57.1

Unsure 36 18.8

Total 191 lOO
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Table 12c Frequency distribution according to the number of co-opted non-parents on

the SGB

Co-opted non parents on SGB Frequent:}' Percentage

Benveen 1-2 23 12.0

4-6 I .5

7-10 2 1.1

None 120 62.8

Unsure -15 ::23.6

Total 191 100

In Tables 12a, 65.4% of the respondents indicated that no educators are co-opted on the 5GB

while Table 12b indicates that 57.1% indicated that there are no parents co-opted on the 5GB and

Table 12c indicates that 62.8% ofthe respondents stated that there are no non-parents co-opted

on the SGB. Table 12b indicates that there is a cumulatively greater percentage of parents than

educators (Table 12a) co-opted on SGBs, that is 24.1% in comparison to 16.8%

It is evident from the six tables about the 5GB membership above that a large number of

educators are unsure of the composition of their School's Governing Body. Hence, it can be

inferred that information and cornmunicati\'e links are lacking between the staff and the 5GB.

Although the SASA, 1996 mandates educator representatives on the SGBs, it appears from the

finding above, that staffmembers are not kept informed about the parent representatives of their

respective school governing bodies
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5.2.13

Table 13

Management functions

Frequency distribution according to management functions of

respondents

MA."lAGEMENT
FUNCTIONS Frequenc),' Percent

Stock control 28 9.7

Finance management 15 5.2

Teacher librarian 7 2.4

Governing body treasurer 12 4.1

Governmg body secretary ]8 6.3

Fund raising committee member 43 14.9

Member ofschool grollilds and buildings R 2.8

comminee

Prefect master I] 3.8

Sports master 47 16.2

School's public relations officer 6 2.1

Subject committee member 27 9.3

None of the above 06 22.8

Total 288 99.7

Missing ] .3

Total r""""uses 189 100

Table I3 indicates that a large number of educators. namely 22.8% do not perform any

management functions. It is argued in chapter 3.3.4., that in contemporary education systems,

it has become mandatory for educators to perform professional duties and functions beyond the

classroom, for example, as members of the 5GB. From a theoretical perspective, a strong case

has been argued for leaders to create opportunities of \vide-scale participation m school

management (cf 2.2.2.1 [j)). From the findings above. it appears that educators are not

participating in management functions beyond their pedagogical duties Hence, it IS concluded that

in some schools, the dichotomy between the principal and the educator in the management of

schools, still prevails.
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5.2.14

Table 14

Role of principal in school management

Frequency distribution according to the items on the role of the principal in

school management

:'\El'''HEll,
QLESTION 2 STRO:'iGLY DISAGREE AGREE AGREE STRONGLY TOTAL MEAN

"IY PRL'\"CIPAL DISAGREE NOR AGREE
DISAGREE

discusses school policies with the 12 11 18 93 57 191 3.93

staff 63°'0 SW);, 9.4(1/1) 48.7°"0 29.8°/G 100%

discusses The South _A.:frican 26 47 44 56 18 191 2.96
S<:hools' Act. 1996 With the stall' l3.6"OJ 24.6~o 23.I% 29.3~/" 9.4% IOO~o

diseusses The South African 29 51 43 49 19 191 2.88
S<:hools' Bill, 1996 ",jth the staff 15.2°11 26.7~-o 12.5~-fJ 25.7°'0 9.9 lOO~'-o

rotates departmental circular> to all 9 14 11 65 92 191 4.14
staffmembers -.l.7° u 7.3°'-0 5.8~o 34_0~'o 48.2%. lom,o

discusses the budget \vith the statI 42 38 29 48 34 191 2.97
22.0"'0- 19.9~·a J52~//t 25.1~o 17.8~'o 100.%

in...·oIves staff in decisions about 44 33 24 59 31 191 3.00
spending 23.0°'0- 17.3~·o 12.6'% 30.9% 162~u 100.%

promotes agreement among staff 29 36 34 64 28 191 3.14
members and the Governing Body 152~%, 18.8% 17.8% 335f!/o ]4.7% 100.%
on curriculum content and method

supports staff in implementing 10 19 29 81 52 191 3.76
Outcomes- Based Education 5.2l}0 9.9"·, 15.3~,o 42.4°0 27.2°'0 100,%

builds a ner.mrk of extanal 13 17 39 88 34 191 3.59
c-Qntacts to help irnprO\,c school 6$)0 0 8.90/\) 20.4~'0 46.1 °0 17.8Q o l00.~,o

resources

recognises special potential and 17 29 29 79 37 191 3.47
skills of st:ill 8.9&11 15.2~Q 15.1 0 0 4 1.4D 0. 19.4~o 100.%

distributes- the- t~hing \\orklO'ads 17 27 22 69 56 191 3.63
fairly among stall'members 89", 14.1 1% 11.6°'0 36.1 °'0 29.3~/9 100.0;'0

creates opportunities for 13 20 28 81 49 191 3.70
professional growth ofID$ller stair 6.8~o 10"5~ill 14,7~~ 42.4°0 25.7°0 lOO.~o

members

motivates staff to be united IS 9 15 64 88 191 4.05
7.9iJ u 4.7'% 7.'rll 33.5~Q 46.1~-o 100.°'0

promotes mutual trust bcffi'C\:n 16 16 20 77 62 191 3.80
himselfherself and stalT 8.4°'0 8.4~'G 10.5% 40.3"'110 32.5~-o IOO.~o

encourages partnership belv.een 14 30 27 79 41 191 3.54
the staff and 1l0'erniru! body ~ '. 15.7~·i. j·U% 41.4% 21.5~·o lOO.~·ei,joG
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The majority of the educators, were in agreement with the items in Table 14 regarding the role

played by principals in the management of their schools. This statement is conflnned by analYS1S

of the following data:

(i) My principal discusses school policies with the staff

Only 12.1% ofthe respondents disagreed with the above statement while 78.5% agreed that the

principal discusses school policies with the staff One of the Department of Education and

Culture's strategic implementation plan regarding qualitative education for all, is that relevant

stakeholders, including staff, should be optimally involved in the process of policy initiation,

formulation, implementation, and evaluation. This should occur at all levels of the system

national, provincial district, and centre ofleaming levels (Department, 1998 140).

Dennison & Shenton (1987 14) are of the opinion that in a professional partnership, policy­

making is led by senior professional but there are arrangements to allow all others to participate.

The resultant policy represents a COll5ell:SUS. Open discussions about school policies is consistent

with the current call for transparency in the way schools are managed and the concomitant

reciprocal trust and cooperation that emanates from open communicative systems (cj 32.2.5)

Hence, Morphet, Roe and Reller (1982: 129) concur that cooperation is less likely to be

forthcoming unless those responsible for carrying out a decision have a sense of influence upon

that decision.

(ii) My principal discusses the South African Schools' Act 1996 with the staff

39.2% of the educators were in agreement that the principal discusses the SASA "vith the staff

and almost the same percentage (38 7%) of educators disagreed with the statement However,

an alarming number (23.1 %) of educators opted for the middle value. In ,,~ew of the importance

of this policy document, it is the writer's concern that there is a neglect on the part of some

principal's to relate policy issues about school governance to the staff.
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This view correlates with the finding in Table 10 which indicates that 33% ofthe educators have

a poor or very poor knowledge of the SASA While analysis of the statement below that My

principal rotates departmental circulars, yielded data to the effect that 82.2% of respondents

answered in the affirmative, it is evident from Table 14 that merely rotating circulars (which

include policy documents) is not sufficient to ensure that the information contained in such

circulars are fully understood by all educators. If important policy documents are not discussed

with those stakeholders who are expected to implement them, then the possibility arises that these

policies may not be appropriately implemented because ofthe lack of understanding.

(ill) My principal discussed the Bill of Rights. 1996 with the staff

Table 14 i.!ldicates that 41.9"10 ofthe educators disagreed with item (iii), while 35.6% agreed. The

latter percentage indicates a positive direction of management in the current climate of

transformation. It reflects the identilication and acknowledgement of the principles of democracy

in the management and governance of educational systems. In its preamble, the South African

School's Bill, 1996 states:

"Whereas it is necessary to adopt legislation jor the democratic traniformation oj

schools and to set uniform norms and standardsjor the organisation, governance and

funding of schools to serve the needs and interests of all learners at schools and to

uphold their democratic rights... "

The percentage ofeducators (4 1.9%) who disagreed ",ith item (iii) above corresponds with the

percentage of respondents (366%) who indicated that their knowledge of the Bill ofRights is

poor. Perhaps a degree of complacency, on the part of educators, with regard to updating

themselves about transformatory policies reveals itself in the corresponding percentages. It thus,

appears that strategies are required to ensure that teachers are familiar with and have an

understanding of current policy documents.

(iv) Mv principal rotates departmental circulars to all staff members

Item (iv) received the highest percentage (82.2%) ofrespondents who agreed "vith the statement

By its very name, circulars are meant to be circulated to staff members.
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This management activity may appear trivial and routine, but its importance cannot be

underestimated. It serves as an information link between educators and the education department.

While table 14 indicates the mean score for item (iv) above to be 4.14, respondents knowledge

ofthe SASA (284), the Bill of Rights (290) and the ELRA (280) measured significantly lower

on the 95% confidence level. Thus, these values confirm what was stated earlier in (ii) that merely

rotating circuiars (which include policy documents) is not sufficient to ensure that the information

contained in such circulars are fully understood by all educators.

(v) My principal discusses the budget with the staff

Although it is encouraging to note that a large number of educators (42.9%) are involved in

discussions about the schools budget, an equally large number (419%) are excluded from such

discussions. Smyth (1993: 17) acknowledges that educators are required to operate within the

reduced school budget. The budget is a reflection of, inter alia, the cost-cutting policy of a

school. The reduced budget influences the quantity and quality of resources used by educators

to facilitate classroom teaching. If educators are not aware of the budget, the cost-cutting policy

of the school may not be successfully implemented Therefore to overlook educators during

discussions about the school's income and expenditure may be detrimental to the school as an

organisation.

According to Iones (1980: 67), the head (principal) carries great responsibility for establishing

priority between competing claims and some heads prefer to share this decision-making with their

colleagues, or at least consult them before the final decision is taken. Jones (ibid) states that in

some schools, the principal adopts a policy to remain secretive about the resources and decides,

in an arbitrary fashion, how these are to be allocated. He therefore, warns that the adoption of

such a management policy, may build up frustration and jealousies among staff

(vi) ]\lv principal involves staff in decisions about spending

Since financing education is as an important aspect of the management ofan education system

(Dekker & Van Schalkwyk., 1989 15), this statement was included to cross check the previous
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one. There is evidence of a correspondence between the percentages yielded from these two

items. 40.3% ofthe educators did not agree that the principal involves staff in decisions about

spending, while 47.1% agreed with the statement. It is disappointing to note, given the current

national drive to aspire towards educational equity, that such a large percentage of educators are

not involved in addressing their local financial needs and priorities. The possible reason for this

is that the budget may be discussed with the SGB and therefore, the staff is excluded from

decisions about spending. This is inconsistent with the principles of participative management. If

educators are excluded from such decision., then a lack ofunderstanding in terms of the school's

budget for example will prevail. This may result in the staff members not supporting the budget.

Keith (1991: 111) points out that involving teachers at the site level in goal setting, problem

solving and decision making, will serve to enhance the general operating effectiveness of the

school.

(vii) My principal promotes weement among the staff and the governing body on curriculum

content and method

482% of the respondents agreed with the item above. This is an encouraging sign as it is a

reflection of the gradual, but definite inclusion of parents in determining curricular policy. 34%

of the educators did not agree that the principal promotes agreement among the staff and

governing body about curricular content and method. It appears from the finding that in some

schools, parents are given a say in curriculum policies, for example, the school's medium of

instruction. In terms of the SASA (1996 16[21]), SGBs may apply to the Head of Department

to purchase textbooks and educational materials. Governing bodies may even chose the schools'

language policy. OBE complements the above policy directives by encouraging community

participation in the teaching and learning situation.

The possible reason for the high percentage who disagreed that their principals promote mutual

agreement among the staff and the governing body, is the probability that management

assumptions about parents leans more towards the X-theory described in chapter two (cl

2.312) Leonard (1989 45) states that a governing body which confines itself to matters of

subsidiary detail about the curriculum cannot really be said to govern., and its members thus need

to press for an increased role
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(viii) My principal supports staff in implementing Outcomes Based Education (OBE)

While 69.6% ofthe educators agreed that the principal supports staffin implementing OBE, only

15.1% disagreed. Presently, this policy does not affect the senior primary educators because they

are not required to implement it this year. Hence, the findings may be reflective of some of the

educators lack of knowledge in this regard. Outcomes Based Education is a relatively new

concept in South Africa, its implementation therefore, necessitates the reskilling ofeducators in

content relevancy and multifaceted teaching methodologies (cf. 3.3.10). Various authors, such

as Dubin (1991), and Biott and Nias (1992) view the management structures ofa school as the

framework witlrin which the main activity, the teaching and learning process, can be encouraged

and supported.

(ix) My principal builds a network of external contacts to help improve school resources

A remarkable figure, namely 122 (63.9"/0) ofthe educators were in agreement that their principal

builds a network of external contacts to help improve school resources while only 30 (15.7%)

were not in agreement. This finding indicates a positive effort, by principals ofsome schools, to

harness the assistance from community members to promote the goals ofthe schooL Keith (1991:

14) claims that the principal has key public relations functions with parent groups, the community,

the district office, and the school board. Under conditions of budgetary restraint, the dynamic

principal should try to acquire added resources (human and material) for the school to supplement

funding. Those principals who do not build a network ofexternal contacts to help improve the

school resources, tend to limit the school's chances of improvement and deprive the school of

reaching goals which could have been reached with help from the community. They also deprive

the school from building a partnership with the community.

Paisey's (1992) perspective is that 'external relations' (contacts) include all contacts for whatever

purpose with a parent or guardian in connection with the pupil's work, relationships or conduct

and condition. This includes docwnentary contact such as sending of written information and

reports, replying to letters, and requesting parental visits to school for advisory or consultative

purposes. In addition, this category includes all decisions about relations with external bodies of

all kinds, the local authority, the mass media and the school's neighbours.
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(x) My principal recognises !!llecialpotential and skjlls ofstaff

This item reveals that 60.8% ofthe respondents were in agreement with this statement and 24.1%

were not. A possible factor which may have influenced the latter percentage and the middle one

(15.1%), is that five of the 31 school principals were acting-principals while a few of the

remaining were relatively newly appointed. Hence, the principal may not have had sufficient time

and experiences with the staff to adequately recognise their special potential and skills.

(xi) My principal distributes the teaching workloads fairly

Despite the 65.4% who agreed that the principal distributes the teaching workloads fairly, it is

noted that 23% did not agree and 11.6% did not commit a response either way. Indications are

that in some schools fair management practices in terms of workloads are lacking. This is

tantamount to discrimination in the workplace which may ultimately breed despondency and

dissatisfaction among staff members. According to Van der Walt (1987: 5), for successful

educational institutions to develop, all employees should be treated with justice and no favouritism

or antagonism should be shown towards individuals. He further states that there should be

consistency in treatment between all subordinates over periods oftime. This principle is pragmatic

when implementing task-orientated policies in s.:hools. Van der Westhuizen (1991: 294), aflinns

that every educational leader, like all managers, has people as his chief resource. They are the

primary raw material with which he works. Therefore, effective work programmes are required

so that unfair distribution of workloads can be eradicated.

(xii) My principal creates opportunities for profession ~wth ofhisiher staffmembers

Fmdings from Table 14 indicate that a cumulative percentage ofthe respondents (68.1%) agreed

that the principal create opportunities for professional growth and 17.3% did not agree. Where

principals are not creating opportunities for professional growth, implementing policies, for

ewnpleOBE, may be ineffective unot hampered. Leithwood, BegJeyand Cousins (1992: 141)

affirm that school leaders help create useful staff development directly, by providing the needed

resources, and indirectly, by fostering a staffcommitment and a supportive collegial environment
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It is extremely important however, that existing resources and competencies should be utilised

optima1ly and creatively to move towards equity and redress.

(xiii) My principal motivates staff to be united

More than three quarters (152) ofthe educators agreed that the principal motivates staff to be

united. A low percentage (12.6%) disagreed with this item. In the current climate ofrestructuring

education systems and the concurrent wide-scale transformation in school governance, funding,

curriculum and so on, differing ideologies and expectation inevitably manifest themselves in the

management ofschools. Hence, the high percentage ofrespondents who agreed that the principal

motivates staff to be united was somewhat expected. Data yielded from the list of ranking for

question two (cf Appendix G) indicates that principals are giving priority to motivating staff to

be united. The highest number ofrespondents (108) ranked this item either first, second or third

as the 'one statement which best describes YOUR principal's role in management. •Hence, it can

be inferred that principals are inclined to promote unity among staffmembers since it is evident

that educators are aware of the effort that principals are making to develop a good working

environment.

(xiv) My principal promotes mutual trust between hjmselt7herself and staff

An encouragingly high percentage of educators (72.8%) agreed that the principal promotes

rmrtua! trust between himself7herselfand staffwhile 16.8% disagreed. This indicates that an open

and honest relationship exists among some principals and staff members. The 16.8% indicates

however, a negative relationship that some principals are building, which may range from lack of

transparency to unfair management practices. If there is no trust in a relationship, then it is

assumed that negative interaction will evolve. Cutbert and McDonough (1985) see trust as the

fundamental cement that binds an organization together, facilitating good communication,

rectifying badly timed actions, making goal attainment possible, and creating the conditions for

organizational success (c! 2.2.5.2).
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(xv) My principal encourages partnership between the staffand governing body

62.9010 of the educators agreed that the principal encourages partnership between the staff and

governing body. There is however, evidence of a lack of encouragement for such a partnership

by some principals as indicated by 23 % of the respondents. 14.1% neither agreed nor disagreed

that such encouragement prevails. In response to question 2.2, 15.1% ofthe respondents ranked

this item first, second or third. The SASA, 1996 makes governing bodies an integral part of

school management and therefore, a partnership between educators and the governing body is

essential for an effective organisation to evolve (c! 2.3.2.2). A lack of encouragement by

principals to build a partnership between the staff and the governing body, is a reflection ofthe

lack ofemphasis placed on the importance ofparticipative management. One ofthe key principles

ofparticipative management is 'leader as initiator ofparticipation , (c! 2.3.2.1 [e]). Leonard

(1989: 45) argues for the need for govemors to show an interest in (and some appreciation for)

what the staff are doing, how they are developing professionally, and how their careers are

progressing. It is therefore, imperative that strategies are developed to build greater intergration

between educators and the governing body.
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5.2.15 Parents participation in school governance

Table 15 Frequency distribution aceon:ling to irems on parent participation in school

governance

Qt'ESIIO~3 STRO:-iGLY l'I"EITHER STRO:-iGLY
PARENTS WERE DISAGREE DISAGREE AGREE NOR AGREE AGREE TOTAL MEA!'{

PARTICIPA."o'TS IN DECIDING DISAGREE

Our school's constitution 21 30 33 66 41 191 3.40
11.0"/0 15.7% 17.2% 34.6% 21.5% 100%

Our school's mission 22 39 50 58 22 191 3.10
statement 11.5% 20.4% 26.2 30.4% 11.5% 100%

Our school's admission policy 16 31 52 65 27 191 3.29
8.4% 16.2% 27.3% 34.0% 14.1% 100%

Our school's IllIlgUllge policy 26 38 52 58 17 191 3.01
13.6% 19.9"/0 27.3% 30.4% 8.9"/. 100%

Our learner's code ofconduct 14 30 30 76 41 191 3.52
7.3% 15.7% 15.7% 39.8% 21.5% 100%

Our school's budget 17 25 31 76 42 191 3.53
8.9"/. 13.1% 16.2% 39.8% 22.0"/0 100"/0

Our school's religious 24 33 56 61 17 191 3.07
observance! instruction policy 12.6% 17.3% 29.3% 31.9"/, 8.9"10 100"10

Our schools curricular 35 45 53 46 12 191 2.76
programme 18.3% 23.6% 27.6% 24.2% 6.3% 100"/0

Our school's exlra-curricular 26 36 42 71 16 191 3.08
programme 13.6% 18.8% 22.2% 37.2% 8.4% 100"/0

AVERAGE 23 34 44 64 26 191
12.1% 17.8% 23.0"/, 33.5% 13.6% I()()%

(i) Parents Were participants in deciding schQQl pQlicies

According to the findings in Table 15, less than fifty percent (47.1%) agreed that parents were

participants in deciding schoQl policies. This finding cQrresponds with item (ii) in table 14

whereby a relatively low percentage (38.7.%) agreed that the principal discusses the SASA, 1996

with the staff The non-participation ofparents in decisions about school policies indicate that the

natiQnal policies that give greater powers Qf control to parents in policy decisions, are not being

implemented in IIl21lY schools This may be due to a top-down management approach adopted by

school principa1s Qr it may be the result Qfa lack ofknov,1edge or skills on the part Qf the parents.
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In response to question six (principal-governing body interaction) some educators indicated that

the principal makes decisions and then informs the governing body. One educator mentioned that

the governing body should not be involved in management duties as this may result in 'chaos'.

These findings identify a gap between policy and practice in terms of which the state provides

that:

, ailstakeholdersandinterest groups shouldhave the opportunity to participate in policy

formulation, monitoring and development in a way consistent with efficient educational

management andadministration '.

(Karlsson, Pampallis & Sikhosana, 1994: 17).

The SASA provides a school's governing body, legal authority to participate in decisions about

all the items in Table IS. Hence, though its way ofworking may vary greatly, the governing body

in the 19905 is a powerful force in the education service, and it is up to every individual who holds

the office ofschool governor to enable the governing body ofhis own school to use that power

responsibly but effectively (Leonard, 1989: 148).
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5.2.16

Table 16

Puoil participatiQn

Frequency distribution according to items on implementation of policies

relating to learners in the school

STROSGLY NEITHER STRONGLY

QUESTION 4 DISAGREE DISAGREE AGREE NOR AGREE AGREE TUlAL MEAN
DISAGREE

The pupils confide 17 41 44 70 19 191 3.17
in the principal 8.9"/0 21.5% 23.1% 366% 9.9"/0 100%

The principal uses 57 69 41 18 6 191 2.20
corporal p1mishrnent 29.8% 36.1% 21.6% 9.4% 3.1% 100%
to effect discipline

There is mutual 5 20 21 80 65 191 3.94
respect between the 2.6% 10.5% 11.00/0 41.9"/0 34.00/0 100%
teachers and pupils

Pupils are kept 12 19 19 89 52 191 3.79
informed about 6.4% 9.9% 9.9"/. 46.6% 27.2% 100%
changes made within
our school

(i) Pupils confide in the principal

The cumulative percentage of educators who disagreed that pupils confide in the principal is

30.4% with 23.1% opting for the neutral value and 46.5% who agreed. This finding indicates that

opportunities may not be available, in some schools, for positive principal-pupil interaction.

Reasons for this may be drawn from the responses to question six about the principal-pupil

interaction. Some ofthese indicate that pupils are afraid of the principal and one respondent even

cited the regular late-corning and absenteeism ofhis principal as the cause fQr a lack ofprincipal­

pupil interaction. It is widely acknowledged that an effective principal is Qne who is sensitive to

the needs ofthe pupil and is approachable not only to adults, but to pupils themselves as primary

beneficiaries. Dekker and Lemmer (1994: 238) support the view that students should have the

freedom to express personal opinions, ideas and thoughts, even controversial ones, without being

punished. Expressing views to the principal by pupils, combined with the principal's willingness

to listen to them, may facilitate mutual trust.
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violating the rights ofthe learners by effecting discipline through corporal punishment. These

figures indicate that management need to think of strategies to secure discipline without inflicting

corporal punishment.

(ill) There is mutual respect between the teachers and pupils

Table 16 indicates that 13.1% of the educators disagreed with this item while the majority

(75.9%) agreed that there is mutual respect between the teacher and pupils. This finding indicates

that some schools are experiencing discipline problems. Ifthe code of conduct is workshopped

with learners, the probability of them abiding by it will increase. This would however, not be

possible ifeducators are not familiar with the learners' code ofconduct. In Table 10, 20.4% of

the educators indicated that they have a poor knowledge ofthe code ofconduct. Arguably, it can

be stated that it would be difficult for teachers to implement the code ofconduct if they are not

fiuniliar with it. The Government Gazette (Notice 776, 1996: 4) states that the preamble to the

Code ofConduct should direct the Code ofConduct towards a culture ofreconciliation, teaching,

learning and mutual respect and the establishment of a culture of tolerance and peace in all

schools.

(iv) Pupils are k<:pt informed about chamtes made within our SChool

The majority ofeducators (73.8%) agreed that pupils are kept informed about changes in school

and 16.3% disagreed; It is encouraging to note that in some schools, emphasis is being placed on

the importance to update learners about policies that affect them. In other schools, however,

findings indicate that, providing learners with relevant policy information is not given priority as

learners are not kept informed about changes made in schools. Ngcobo (1983: 229) states that

in schools \\-here the pupils are not involved in school affairs, apathy is likely to result. The school

is likely to be viewed by pupils as a necessary evil that must be endured but in which they are not

bound to take an active role. They cease to view themselves as a vital part of the activity within

the school setting, because they become mere spectators in the social interaction ofthe school.
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(ii) Principal uses corporal punishment to effect discipline

A signiDcant finding in this item is that 12.5% of the educators agreed that the principal uses

corporal punishment to effect discipline and a relatively high percentage (21.6%) opted for a

neutral response. This finding indicates that the national policy to ban corporal punishment is not

being implemented in all schools. The literature review on leadership in this study indicates that

the leader should be a catalyst for transformation (2.3.2.1 [aD. Therefore, those adopting obsolete

management practices should adopt the principles ofparticipation if the rights and dignity ofthe

learners are to be respected. Hence, section 8 ofthe SASA (1996: 8) provides that a governing

body ofa public school must adopt a code ofconduct which must aim at establishing a disciplined

and purposeful environment to facilitate effective education and learning in schools (et 33.5).

In terms of National education policies, the leamers'code of conduct must be subject to the

Constitution of the Republic of South Africa, the South African Act, 1996 and provincial

legislation. It must reflect the constitutional democracy, human rights and transparent

communication which underpin South African society (Notice 776, 1996: 2) The range of

sanctions, however, may not include any form (according to the SASA) ofcorporal punishment,

which is now illegal in all schools. In addition to the various policy documents (as referred to

above) and media reports that corporal punishment is a criminal offence, educators are, therefore,

compelled to comply with policies that call for the banning ofcorporal punishment. Section 10

ofthe SASA (1996: 10) implicitly states that:

*

*

no person may administer corporalpunishment at a school to a learner and

Any person who contral:enes subsection (1) is guilty of an offence and liable on

conviction to a sentence which could be imposedfor assault.

Despite the above policy directive, 12.5% ofeducators (as stated above) indicated that corporal

punishment is still being used to effect discipline while 2 I .6% opted for the neutral 'neither agree

nor disagree' response and 65.9% disagreed. These findings indicate that many principals are have

done away "lN1th corporal punishment to discipline the learners. Some principals are in fact
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Table 17

Evaluation ofchanges in school

Frequency distribution according to the items on respondents evaluation of

changes taking place in school

YERY Ul"'llTIS.FIED NEITHER SATIS:mD '"ERY
QUESTION 5 L'NSATlSFIED SATISFIED SATISFIED TOTAL MEAN

NOR
UNSATISFIED

Parents are given greater power 32 43 38 56 22 191

in edllcation management 16,8'% 22.'% 19/90/1.' 29.3% 11.5%, lW/v 2.96

Our ""hoors gOyeming body 16 13 25 69 68 191

was democratically elected 8.4% 6.8%) 13.1% 36.1% 35.6% 100% 3.84

Then: is racial representation on 39 37 40 54 21 191
our school's governing lxxly 20.4% 19.4% 20.90/0 28.3% 11.00/. 10<Y'--Q 2.90

Then: is gender representation 13 30 17 71 60 191

on our school'. goyerning body 6.~~ 15.70/0 8.9% 37.2% 31.4% 100% 3.71

Parents participated in deciding 25 22 49 67 28 191
the sch(X}J~sconstitution 13.1~'o 11.5% 2~L6% 35.1% 14.70/0 100% 3.Tl

Parents participated in dra"ing 22 37 50 54 28 191

up the learner~s code of conduct 1l.SI% 19.4% 26.1% 28.3~/o 14_7% 100% 3.15

Parents ,-"ere consulted about 12 22 41 96 20 191

the ""hoor. admission policy 6.3% 11.5% 21.4% 50.3% 10.5% 100% 3.47

Parents wen: consulted about 13 35 67 62 14 191

the school'. language policy 6.8~·;) 18.3% 35_1~/o 32~% 7.3% 100'%, 3.15

Parents have the capacity to 22 36 59 59 15 191

make policy decisions 11.5% 18.8% 30.9% 30.~o 7.90/0 l~" 3.05

The 1c8mer'. code ofconduct 19 20 34 91 27 191

sets out consequences for 9.~{, 10.5% 17.~o 47.6% 14.1% 1~'O 3.46

breaking a rule

Curriculum changes reflect the 15 30 40 82 24 191

diverse cultures ofour country 7.~c. 1j.7"o 20.9% 429CYo 126% 100e/l) 3.37

Our school embraces a non- 10 17 29 77 58 191

racial enrolment policy 5.2% 8.9% 15.2% 40.3% 30.4% l~/o 3.82

Parents are actively involved in 36 47 30 56 22 191

the education of their children 18.!r.'·o 24.6% Ij.SO/l) 29.3'% ll.~% 100% 2.90

The principal, staff, pupils and 191

governing councillors have a 16 20 29 78 48 100%. 3.64

good working relationship
8.4% 10.5% 15.20/. 40.8% 25.1%

AVER.....OE 21 29 39 69 33 19l
U-o,c. 1-'_2% 20'04% 36.1'% 17.3% lClO+.
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The averages in Table 17 indicate that, just over:fifty percent (53.4%) of the educators were

satisfied with the changes taking place in their schools, while 26.2% expressed dissatisfaction and

20.4% were neither satisfied or dissatisfied. The findings indicate that in some schools,

transformation is taking place in a manner which satisfies the educators. If educators are not

satisfied with the changes taking place in their schools, this may imply that these changes are not

adequate to meet the needs of the relevant stakeholders or that stakeholders are not sufficiently

involved in the changes taking place. The quality of participation in decisions about policy will

inevitably affect the quality ofimplementation and its concomitant outcome. Bayne-Jardine and

Holly (1994: 139) are ofthe opinion that it is quality processes that lead to quality products. The

above are substantiated by the following items in Table 17:

(i) Parents are given greater power in educational management

In Table 17, 39.3% ofthe respondents answered in the negative to the item: parents are given

greater power in education management while 40.8% indicated that they were satisfied that

parents are given greater power in education management in their schools. The findings indicate

that in some schools, parents are part ofthe management team and hence given greater powers

while in other schools parents are excluded. It must be stated that the parents' involvement in

decision-making about school policies, is no longer a privilege. It has now become a right by

virtue oflegislation. The SASA (1996) provides legitimate authority to parents to exercise greater

power in educational management and governance. The government's commitment to involve

parents more fully in school governance, is expressed in the SASA which gives parents the

majority among all voting members. Principals must ensure that schools are managed in

accordance with all applicable laws as well as with the proper personnel and correct labour

relations practices (Department, 1997: I). According to the SASA, the governance of every

public school is vested in its governing body.

(ii) Our school's governing body was democratically elected

The majority (71.7%) ofeducatofS were satisfied that the SGB body was indeed democratically

elected. In a departmental supplement (Department, 1997: 2), it is stated that it was essential to
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South Afi'ica's new democracy that people reach a high level ofconsensus on their public school

system. Huge effort went into consultations with education interest groups and individuals, and

into infonning people about new policies every step ofthe way. The SASA (section 23), makes

it a legal requirement to establish democratically elected School Governing Bodies. However,

15.2% ofthe educators indicated their dissatisfaction with item (ii). This implies that principals

in some schools are selecting candidates as school governors in a unilateral manner, and thereby

disregarding the policy directives as stipulated in the SASA In other schools though, the

community was involved in selecting the candidates of their choice.

(ill) There is racial representation on our school's governing body

Despite the Education Department's policy directive that schools are to establish representative

SGBs, less than fifty percent (39.3%) ofthe respondents were satisfied with item (ill). 39.8%

of the educators indicated their dissatisfaction. A factor that may have influenced these

percentages is that only four years have transpired since the advent of democracy. Major

structural changes in school management and governance is an evolutionary process and cannot

be expected to occur overnight. The rural-urban disparity is another factor that may have

influenced the imbalance. Commenting on schools in Great Britain, Leonard's (1989: 114) reason

for non-representation ohace groups on the SGBs, has relevance in South African schools and

cannot be ignored. He claims that some groups ofpeople are reluctant to put themselves forward

for election as governors. Ifthis is the case, governors should be encouraged to use their right to

co-opt members in order to reduce the imbalance.

(iv) There is gender @Presentation on our SGB

Although the majority (68.6%) of respondents expressed satisfaction that there is gender

representation on their 5GB, 22.5% indicated dissatisfaction. This finding indicates that in some

schools, fem.ales are taking an active role in education. Where this is not happening, it can be

stated that the schools have not considered the policy of affirmative action to ensure gender

representation.
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In its' preamble, the SASA (1996: 2) emphasises a commitment to combat racism, sexism and

all other forms ofunfair discrimination and intolerance in an effort to advance the democratic

transformation of society. According to Kaplan (1992: 16), the rights and principles governing

women's lives often remain largely theoretical. Principals should encourage governing bodies to

support the government's commitment to combat sexism.

(v) Parents participated in deciding the school's constitution

Table 17 indicates that 49.8% of the respondent were satisfied that parents participated in

deciding the school's constitution In terms of the SASA (1996: 14[18]), parents (SGB) are

re5poIlSIble for drawing up a school's constitution. Although national policy documents (SASA)

call for parent participation in deciding the school's constitution, 24.6% of the respondents

however, expressed their dissatisfaction with item (v). What may have influence the percentages

is that parents find themselves in a position where they have had no prior experiences in terms of

the powers afforded to them by virtue ofthe SASA. Hence, a lack of confidence or know-how

may have been the cause for the lack of participation. A top-down management mode as a

probality, however, cannot be ignored. School principals, therefore, need to ensure that

mechanisms are devised to build the confidence level of the school governors so that they can

participate effectively in decisions about school policies.

(vi) Parents participated in drawing up the learners' code ofconduct

Less than fifty percent (43%) of the educators expressed their satisfaction that parents

participated in drawing up the learners' code ofconduct while 30.9"10 expressed dissatisfaction.

The SASA (1996: 8[8]) empowers a SGB to set norms and standards for learners so that a safe

learning environment may be created. FIndings in Table 17 indicate that parents were participants,

in some schools, in drawing up the learners' code ofconduct. It is most likely that these parents

will support the policy because they were participants in its constitution. A sense ofownership

will prevail in terms ofthe policy decisions and hence commitment by learners, to adhere to the

policy will subsequently be encouraged by parents. In the schools where parents were non­

participants, such a commitment from the learners may not easily be established \vithout the help

from the parents



In this case discipline may become a serious problem. If principals adopt a participative

management style, the relevant stakeholders will be encouraged to involve themselves in decision­

making about school policies.

(vii) Parents were consulted about the school admissjon poli!i;y

Table 17 indicates that only 17.8% ofthe respondents were dissatisfied with item (vii) and 60.8%

indicated that they were satisfied that parents were consulted about their school's admission

policy. In rural schools, where there is a homogeneous population, the statement (vii) above

would not have had much relevance. In urban schools that serve a multiracial community, parent's

consultation about the school's admission policy is imperative otherwise such policies may not

be implemented in a transparent and democratic way. According to the SASA (1996: 6[5]), 'a

public school must admit learners and serve their educational requirements without unfairly

discriminating in wry way. . Byne-Jardine and Holly (1994: 80) maintain that although the policy

making role of governors is legally paramount, they have an important role in consultation

because they (may) represent the diversity of interests in the immediate environment.

(viii) Parents were consulted about the language poli!i;y

39.8% of the respondents indicated their satisfaction that parents were consulted about the

language policy and a cumulative 25.1% responded that they were dissatisfied with statement

(viii). This finding indicates that in some schools, parents are involved in decision-making

processes about policies where their participation is legislated. In the schools where parents are

not consulted, representation whereby the indigenous languages may be promoted, is being

overlooked. The issue oflanguage in public schools, is closely related to the Bill ofRights (1996:

15[30]), 'which gives everyone the right to education in the official language or languages oftheir

choice.

(i.x) Parents have the capacity to ma..1(e poli!i;y decision

Table 17 indicates that 30.3% ofthe educators indicated their dissatisfaction with regard to the
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statement that parents have the capacity to make policy decisions and 38.8% indicated that they

were satisfied. It is encouraging to note that, in some schools, educators have confidence in the

potential of parents to make policy decisions. The percentage of 30,3% who indicated

dissatifaction with item (ix) may be a reflection of the past imbalances in educational provision.

It is recalled that some of the parents serving on SGBs, especially in ex-DET schools, were

recepients ofBantu Education (c! 1.2.).2 [b-cD. The disparity in education provision in South

Africa left approximately 15 million illiterate adults in our country today (ANe, 1994: 87). Many

of these adults are parents to our learners some of whom are serving as members on SGBs.

Hence, the history ofour country, may have had a significant influence on the percentages for this

item (ix).

(x) The learners' code ofconducr sets out consequences for breaking a rule

The majority of respondents (61. 7%) expressed their satisfaction that the learners' code of

conduct sets out consequences for breaking a rule. The notice in the Government Gazette (Notice

776 of 1998: 4) states that 'as learners are compelled to comply with the Code ofConduct ofthe

school they attend they must be infonnedabout its contents, which must list, in positive tenns,

the things learners may not do, or should do, as well as communication channels, grievance

procedures and due process in conductingfair hearing. Leamers must understand that action

may be taken against them if they contravene the Code ofConduct' (c! 3.3.5).

Although the above notice is consistent with the SASA, 20.4% of the educators expressed

dissatisfaction in response to the statement that the learners' code of conduct sets out

consequencesfor breakinga role. What this implies is that 61.7"10 ofthe respondents are satisfied

that the learners' code of conduct does not merely indicate how pupils are expected to behave,

but it also indicates what action will be taken in the event of a learner breaking the code of

conduct. Listing ofthe consequences for breaking a rule in the learners' code ofconduct ensures

consistency ofln::atment and in terms of this, upholds the principles ofdemocracy. No guarantee

ofconsistency ofpunishment can be assured to learners in schools which indicated that the code

ofconduct does not set out consequences for breaking a code.
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(xi) Curriculum changes reflect the diverse cultures ofour countJy

More than fifty percent (55.5%) of the respondents indicated their satisfaction that curriculum

changes reflect the diverse cultures ofour country and 23.6% were dissatisfied. It is evident from

this finding, that schools are attempting to incorporate curriculum changes that reflect the diverse

cultures ofOUT country. There is a possibility that multicuIturalism is being hampered in schools

where educators expressed dissatisfaction with the statement that 'curriculum changes reflect the

diverse cultures ofour country' A factor that may have influenced the percentages for this item

is the lack ofresources to implement multicuIturalism.

Dekker and Lernmer (1994: 43) state that curricula need to be appropriate, flexible, balanced and

unbiased and should incorporate the contributions of all cultural groups. Given the fact that

Curriculum 2005 has only just been implemented in school in 1998 and only in Grade one, 55.5%

indicates .an unexpectedly high percentage ofrespondents who indicated satisfaction with item

(xi). However, this percentage may be a reflection of changes in curriculum content and/or

teaching methods.

(xii) Our school embraces a non-racial enrolment policy

The majority ofrespondents, that is 70.7"/0 were satisfied with the statement that 'our school

embraces a non-racia/ enrolment policy' and 14.1% expressed dissatisfaction. This finding

indicates that in most schools educators are satisfied that the policy directive to have a non-racial

enrolment policy is being embraced. Changes., however, must be made in those schools that do

not embrace a non-racial enrolment policy so as to accommodate learners from all race groups.

The SASA (1996: 6[5]) bans unfair admission policies and discriminatory educational practices

in public schools. Thus, educational institutions are obligated to open schools in support ofthe

national goal to eradicate unfair discrimination (cl 3.2. 1).
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(xiii) Parents are actively involved in the education oftheir children

Less than 50% (ie. 48,8%) of the educators indicated satisfaction that parents are actively

involved in the education oftheir children and 43.4% were dissatisfied. There are indications of

a good working relationship between the school and the parents in those schools where educators

expressed satisfaction regarding the parents involvement in the education of their children. In

schools where educators expressed dissatisfaction, indications are that the national policies to

promote stakeholder participation in education is being hampered. It appears that in some schools,

parents are not making use ofthe powers afforded to them by the SASA (1996). It can be inferred

that parents are either complacent, or they do not have confidence in their potential to make

policy decisions or they are being deliberately excluded from participating in policy decisions.

Chapter two provides the foundations, principles and features of participative management and

if successfully adopted by principals, the barriers hampering non-participation may be

deconstructed. Gabela (1983 13-14) states that there is an urgent need for a functional

partnership and working relationship between the parents and the educational administrators at

school, otherwise serious administrative problems may come about as a result ofunwholesome

relationships.

(xiv) The principal. staff pqpils and governing body have a good working relationship

The majority of educators, that is 65.9% responded that they were satisfied with the item (ivx)

above and an accumulative 18.9% recorded their dissatisfuction. These findings indicate that there

is a reflection of a harmonious working environment in most schools. This implies that some

schools are responding positively to the challenges for wider participation at institutional levels.

In others schools however, indications are that the relationship among stakeholders are not good.

MechanistllS are therefore, required to promote the foundations, principles and features of

participative management so that the national goal to create democratic educational institutions

is enhanced.
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5.3 HYPOTHESIS RESTATED

The hypothesis as stated in chapter one are restated below:

Hypothesis I· (HI)

Management practices in schools by principals are inconsistent with the policy of

stakeholder participation as enunciated in current education policy documents.

Hypothesis 2: (H2)

Management practices in schools by principals are neither consistent nor inconsistent with

the policy of stakeholder participation as enunciated in current education policy

documents.

H}l)othesis 3· (HJ)

Management practices in schools by principals are consistent with the policy of

stakeholder participation as enunciated in current education policy document.

5.4 SUMl\IARY OF THE EMPIRICAL STUDY

The summary will empirically test the hypotheses which will result in the confinnation or rejection

ofthe hypotheses. The data for this empirical study looked at the role of the principal in relation

to that of the parent, the learner and educator respectively. With regard to question 3 of the

questiormaire, Table 15 indicates that respondents reacted negatively to 'Parents participated in

the school's curricularprogramme' (mean score 2.76) thus, measuring significantly worse on the

95% confidence level. The percentages on this table indicate a positive response to most ofthe

items on this Table 15. That is, every item with the exception of the one stated above has a

percentage ofmore than 35% respondents who agreed that parents participate in deciding policies

enumerated in the table.
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When the mean scores for the data yielded in this research were ranked from lowest to highest,

it was found that 2.76 is the second lowest mean. In other words only one item has a lower mean

value (2.20), namely, 'My priru:ipal uses corporal punishment to effect discipline'. In other

words, the percentages in table 15 indicate that there is a definite shift away from the traditional

autocratic management style towards a participatory style of school management since 47.1% of

the respondents agree that parents were incorporated in decisions about policies listed in the table.

With regard to question four on pupil participation in policies affecting them, it is evident in

Table 16 that the responses to the item, namely, 'There is mutual respect between the teachers

and pupils' is significantly better than responses to 'Pupils confide in the principal' and 'my

principal uses corporal punishment': the mean scores being 3.94; 3,17 and 2.20 respectively.

TIros, pupils are more likely to respect the educators than they are to confide in the principal. This

was confirmed by the subjective question which asked educators to describe the interaction

between the principal and the pupils.

Twelve respondents (6.2%) indicated that there is a need for a more open relationship to win

pupils' trust, while 18 (9.4%) indicated that pupils respect the principal. The item 'pupils are kept

informed about changes' measures in line with 'There is mutual respect between teachers and

pupils' with the mean value being 3.79. The mean scores indicate that there is a significant shift

in management style which encourages pupil involvement and participation in aspects of school

life affecting them Responses to question six ofthe research instrument, confirm that there is still

a trend that exists ~nere the principal's interaction with pupils focus mainly on improving pupil's

behavioural patterns. Corporal punishment, was listed by eight respondents, as one type of

interaction that exists in their particular schools between the principal and pupils. This is

confirmed by table 16, where findings indicate that 12.5% of the educated stated that their

principals use corporal punishment to effect discipline in school.

Table 17 indicates that the respondents reacted positively to "My principal rotates departmental

circulars to all stajfmembers" and "My principal motivates staff to be united', whereas they

indicated a disagreement with the statement that "My principal discusses the South African

Schools' Act, 1996" and '~Uyprincipal discusses the South African Schools' Bill, 1996 with the
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staff'. The mean values for these items were 2.96 and 2.89 respectively, thus measuring

significantly lower on the 95% confidence level. The remaining mean values indicate that most

ofthe respondents felt that there is definitely a movement towards a more participative mode of

management by school principals since the mean values for these items neither measured lower

nor higher but measured in line with each other

In~estionsix, both negative and positive responses were provided in terms ofthe respondents'

responses to the description of the principal's interaction with the staff; governing body;

comnnmity and pupils. Respondents took their time to answer this open-ended question, giving

details of the problems encountered in schools. Some ofthe problems that teachers (respondents)

observed in schools are listed below:

5.4.1 Principal-staff interaction

Staffmembers are excluded from important decisions that affect them;

Unequal treatment by principal of staff members;

Lack of transparency in school management;

Regular absenteeism ofprincipal from school;

Lack of open communication and information systems;

Principal's inability to handle conflict situations.

5.4.2 PrinciPal-governing bo<ly interaction

The governing body is inactive: no constructive work is being done;



Some Governing body members are illiterate or semi-literate and are therefore not

confident to make policy decisions;

The principal makes decisions and then informs the SGB;

Governing body members are not informed about the powers they have been granted to

govern schools;

Over-assertive parents on the SGB.

5.4.3 PrincjPal=CQmmunity interaction

Lack ofcommunication between the school and the community;

Community does not use opportunities given. to interact with the school: lack of interest;

Principal must learn about the culture, beliefs and values of the community.

5.4.1 Principal-pupil interaction

Interaction depends on the principal's mood: inconsistent;

Unidirectional communication flow, that is from principal to pupil;

Principal's interaction with pupils focuses mainly on improving their behavioural patterns;

Principal must treat pupils with respect and dignity to promote mutual trust.

Fmdings from the research instrument yielded responses that were neither totally negative nor

totally positive in response to questions about the quantity (Tables 13 and IS), quality (Table 14

and 16) and satisfoction (Table 17) ofstakeholder participation in the implementation of policy
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documents. These findings were verified by data gathered from question six of the questionnaire

(cj 5.3.i. 1/1/3/4) The t-lest was used to test for statistical significance. It can thus, be stated that

H{I) and H{3) are rejected. H{2) is thus, confirmed that management practices in schools by

principals are neither consistellt lWT inconsistent with the policy ofstakeholder participation as

enunciated in current education policy documents.

5.5 CONCLUSION

In this chapter, an attempt was made to provide some order to the range of information provided

by the educators in the completion of questions in the questionnaire. Some of the data were of

factual or demographic nature. These enabled the researcher to construct a broad profile ofthe

sample population. Data to measure the quantity, quality and satisfaction of stakeholder

participation in policy implementation was yielded from questions about:

(a) The relationship between the principal and the staff

(b) The relationship between the principal and the parents/governing body

(c) The relationship between the principal and the pupils

The measure of (a) above was drawn from the educators' responses to question 1.11, question

2.1 and question six:. The measure of (b) above was drawn from the educators' responses to

questions two, five and si.x ofthe questionnaire whereby respondents answered questions about

parents participation in succinct policy issues, educators evaluation of parent participation in the

decisions about school policies and the thought and feelings ofrespondents about the principal­

parent interaction. The measure of (c) above was drawn from the educators' responses to

questions four and six where educators responded to questions about pupil involvement in

decisions affecting them and the educators' thoughts and feelings about the principal-pupil

interaction. Question two tested the role played by the principal in the implementation ofselected

education policy documents and question three tested for the manner in which such policy

documents are implemented (inclusive or exclusive of parent participation).
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Fmdings from the data indicate that although principals have moved away from the traditional top­

down management mode. There is a trend that indicates, however, that the management of

schools is not altogether inclusive of relevant stakeholders. Hence, it is concluded as stated

above, that HI and H3 are rejected. H2 is thus, accepted that managl!111entpractices in schools

byprincipals are neither consistent nor inconsistent with the policy ofstakeholder participation

as enunciated in CUTTent educationpolicy documents. The next chapter, draws conclusions from

the study and on the basis ofthese, recommendations will be made.
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CHAPTER SIX

SUMMARY OF FINDINGS, CONCLUSIONS AND RECOMMENDATIONS

6.1 INTRODUCTION

The empirical investigation for this study primarily looked at the role of the principal with regard

to filcilitating and promoting stakeholder participation in the implementation ofselected education

policy documents at school. This chapter provides a summary ofthe findings that emanated from

the empirical investigation and the conclusions that are drawn from such findings. These findings

will identify and offer a useful, iflimited register, of participative management programmes for

school organisations. Finally, recommendations for the development of panicipative school

management and governance will be made.

6.2 SUMMARY AND CONCLUSIONS OF FINDINGS

The following is a summary and conclusion ofthe general findings of the empirical investigation:

6.2.1 General findings indicate that·

6.2.1.1 There is a general lack of knowledge, by stakeholders, about uew edncation

policy documents

Findings from the empirical investigation indicate that there is a general lack of

knowledge by stakeholders about new education policy documents that call for

transformation in the management and governance of schools. For example,

question 1.8 (Table 10) reflects that about one third (33%) of the educators

indicated that they have a poor knowledge ofthe SASA and only 30.4% indicating

a good knowledge ofthis policy document.
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In response to the question of whether pupils are kept informed about policy changes

made in schooL 16,3% responded in the negative. In the open-ended question about the

relationship between the principal and the school's governing body (SGB), concern was

expressed by more than 20% ofthe educators, about the lack of knowledge by parents of

school policies. Question 5 indicated that 38.8% did not feel satisfied that 'parents have

the capacity to make policy decisions'. These findings indicate, that there is a need for

proaetive information dissemination strategies, to ensure that all stakeholders are kept

informed, on a continuous basis, about novel education policy documents, that have

relevance to the management and governance ofschools.

6.2.2 Fmdim:s re!arine to:;pecific constituencies in the manaeement and eovernance ofscbools

6.2.2.1 Findings relating to school principals

(a) Principals do not involve stakeholden adequately in decisions about significant

school policies

Although the SASA of 1996 mandates stakeholder participation in policy decisions,

findings indicate that more than 20% of the respondents stated that parents do not

participate in policy decisions, such as the school's constitution, the admission policy, the

learner's code ofconduct, the school's budget etcetera.

In the open-ended question about the thoughts and feelings regarding the relationship

between the principal and the parents, there were indications that some governing bodies

allow principals to dictate school policies. Some of the reasons for this were: lack of

interest shown by the governing body members; illiterate and semi-literate members of

the SGB; fear to disagree with 'authority'. One respondent expressed that 'because our

school's gm'e17ling body is illiterate or semi-illiterate, they do not question the authority

of the principal'. Implicit in the percentage provided above, is that while some

respondents indicate a trend towards participative management, others indicate a lack of

participatiOIL
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(b) There is a lack of encouragement, by principals, to create a culture of partnership

between the staff and the governing body

Data from various questions indicate that there is a comnn.mieation gap between the policy

group (that is, the SGB) and the implementation team (staff). In question two, 23% ofthe

educators indicated that they disagree with the statement that 'my principal encourages

partnership between the staffandgoverning body'. The lack ofcontact with governing

body members was indicated by educators in the open-ended question. One educator

claimed: 'I haven't met the governing body, 1 don't even know who they are'. There is

thus, a need to develop partnership links between these two tiers of school management.

(c) The school management functions remain dominantly in the hands of the principal

The extent ofteacher involvement in the management of their schools is relatively limited.

In question 1.11 (Table 13), 22,8% ofthe educators indicated that they do not perform

any management functions in their respective schools. The use of skills and knowledge

of professionals is paramount in effecting qualitative management and governance of

schools. Thus, principals need to be fully infonned about their staffmembers so that skills

can be matched with tasks in order that there may evolve a shared sense of responsibility

in terms ofmanagement functions and duties.

(d) There is a lack of mutual tnut, in some schools, between the principals and the staff

In table 14, 16.8% ofthe educators indicated that their principals do not promote mutual

trust between themselves and their staff One respondent stated in question six that 'the

principal is bias - he thinks that true teachers are people who are in management, the

others are minors - useless people' One educator even indicated that 'there is not much

interaction betlf,'een the principal and the staff because the principal comes late to

school and leaves early because he is a friend ofthe circuit inspector'
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Evidence by various authors (cj 2.3.2.1) reveal that leadership is one of the most

important features in managing transformation. Trust is regarded as the fundamental

cement that binds an organization together, facilitating good cornrnunication, rectifying

badly timed actions, making goal attainment possible and creating the conditions for

organizational success (cj. 2.3.2.4). It becomes imperative, therefore, for school principals

to model attitudes and behaviour which promote mutual trust between himself7herself and

the staff.
•

6.2.2.2 Findings relating to the educators

(a) School experiences of educaton are confined to classroom management

From a total of 191 educators, 66 (22.8%) indicated that they do not perform any

management functions. Implicit in this finding is that the professional duties of some

educators, do not extend beyond classroom management. Research (Morphet, Roe and

RelIer, 1982; Jenkins, 1991, Allias and McKay, 1995) indicates that educators need to

take an active role in the management and governance of their schools (cj. 2.3.1).

(b) There is a lack of involvement of educators in school management

As stated above, it has been found in this research, that in some schools, the educators'

duties and respollSlbilities, are limited to classroom management. In question 1.11 (Table

13),22,8"10 ofthe educators indicated that they do not perform any management functions

in their respective schools. This implies that either they are not given the opportunity to

perform functions outside of classroom activities, or they are not volunteering their

services to perform management tasks. It is, thus, concluded that mechanisms need to be

set up to solicit the skills and knowledge of educators for the performances of

management tasks. Motivation will play an implicit role in encouraging educators to

extend their efforts beyond the pedagogical activities of the classroom.
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(c) There is a lack of contact between educators and the parent component of School

Governing Bodies (5GBs)

The response to the open ended question (six) yielded data from 45 (23.5%) educators

who indicated concern about the lack ofcommunication between the SGB and the staff.

This suggests that the initiative for building close links between educators and the parent

component of the SGB is lacking. Hence, there is a need to bridge the gap that exists

between the SGBs and the educators.

(d) Educators are playing an inactive role as representatives on SGBs

There were no responses which indicated educators' substantive involvement in SGBs.

Implicit in the above finding is the suggestion that staff representatives are playing a

relativdy inactive role on the SGBs in terms ofpromoting partnership links between the

two tiers ofmanagement and governance. In the question about management functions,

4.2% ofthe educators indicated that they are treasurers on the SGB while 6.3% indicated

that they perform secretarial duties on SGBs.

(e) There is a lack of unity among educators in some schools

In table 14, findings indicate that 12,6% of the educators suggested that their principals

do not motivate the staffto be united. In question six, one such educator stated that 'my

principal cannot get all the st£if.f united in one staffroom'. While 79.6% of the

respondents indicated that their principals motive staff to be united, it is important that

principals become aware that negative interaction with staff member, as discussed in

6.2.2.1 (d) above, can hamper unity among the educators. Research indicates (cj 2.3.1)

that unity can be effectively promoted when staff member interact in an informal

environment such as the staffroom.
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6.2.2.3 Findings relating to parents (SGB)

(a) There is a general lack of interest shown by parents in the education of the child

Question three indicated that for every statement about whether parents were participants

in decisions about school policies, more than 20"10 responded in the negative. Data from

the subjective question (6) about principal-parent interaction, indicated that: parents do

not attend school functions; they do not enquire about the progress ofthe child; they do

not make use of opportunities given to them to interact with the schooL Hence, it is

concluded that there is a general lack ofinterest shown by parents in the education of the

child and therefore, some form ofmotivation is needed to involve parents in the education

ofthe child.

(b) There is a misperception by educators that semi-literate and illiterate parents

cannot participate in decision-making

In response to question six, a small percentage of respondents (2.6%) claimed that

members of their respective SGBs were illiterate or semi-literate. A relatively high

percentage of educators (37.9%) inferred in question five that parents do not have the

capacity to make policy decisions. There may be a misperception that uneducated parents,

serving on SGBs, have nothing to contribute during the decisions-making processes about

school policies. It is, therefore, suggested that some fonn of attitudinal changes are

required, both by parents who lack the confidence to participate in policy decisions and

by educators who disregard the potential contributions that semi-literate and illiterate

parents can make during decisions about school policies.

(c) The 5GB succumbs to policy decisions made by the principal

Responses to a number ofquestions (3; 5; 6) indicated that the parent component of some

SGBs is excluded from decisions regarding succinct policy issues. This finding is

confinned by responses to question six where educators indicated that the parent
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component ofthe SGB is not part ofthe decision-making team although they are members

ofthe 5GB (cf. 5.4.2). It is concluded that some parent representative are succumbing to

policies decided upon by the principal.

(d) There is, in some schools, tension between governance and management structures

Some of the educators suggested that parents were exploiting the powers accorded to

them in the SASA(cf. 5.2.1.2). One educator, for example, in response to question (six)

about the relationship between the principal and the governing body stated that: 'He

(principal) doesn't have to listen to everything the governing body says' Hence,

principals who are not themselves fully acquainted with policy documents may find

themselves in a position of disempowerment. It thus remains important for the

management team to set guidelines in terms of management and governance duties and

functions and also to have regular discussions about these.

(e) Some educators expressed concern that too much emphasis is being placed on

decisions made by governing bodies

Fmdings from question six indicate that 12% ofthe educators expressed concern that their

principals place too much emphasis on governing body decisions. It is important that

governing bodies are not given the responsibility of performing duties and functions

beyond those prescribed in the SASA unless consensus is reached, in this regard, by

relevant stakeholders. Hence, this finding confirms the need for capacity building

programmes so that the different tiers of management and governance are fully informed

about the extent and limitations of their participation in decisions about activities and

policies ofthe school.

6.2.2.4 Findings relating to pupils

(a) There is little contact between the learners and the school principal

The cumulative percentage of educators who disagreed that 'pupils confide in the
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principal'is 30.4% (if. 5.2.16 [ID. The lack of contact is confirmed by 14.6% of

educators who indicated in question 6 that there is no interaction between the principal

and the pupils. Some reasons are cited as: fear of the principal; the principal's regular

absenteeism; principal's duties do not include teaching oflearners. One educator indicated

that her principal's interaction depends on the type of mood she (the principal) is in.

Strategies are needed for the development of positive interaction between the principal

and the learners.

(b) There is a need to guide educators to develop and implement effective discipline

without using corporal punishment

12.5% ofeducators (as stated above) indieatedthatcorporal punishment (cj 5.2.16 [2])

is still being used to effect discipline while 21.6% opted for the neutral 'neither agree nor

disagree' response. These figures indicate that management, at all levels in school, need

to rethink their strategies to secure discipline without inflicting corporal punishment.

6.3 RECOMMENDATIONS

6.3.1 RecOmmendations to the Department afEducation and Culture

6.3.1.1 EVERY SCHOOL, THAT HAS A LEARNER POPULATION FROM THE

FOUR MAIN RACE GROUPS MUST HAVE A GOVERNlNG BODY

THAT REPRESENTS LEARJ."'IERS FROM THE DIFFERENT RACE

GROUPS

As indicated in table 6 (cj 5.2.6) this research was conducted in different types

of schools. 58 ofthe respondents were from schools other than ex-DET schools.

Although all of58 respondents indicated that their schools embrace a non-racial

enrolment policy, only 12 of these respondents stated that there is racial

representation on their school's governing body.
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This finding indicates, a need for greater racial representivity on SGBs so that the

interests and needs ofthe diverse learner population are adequately represented

(cf. 3.2.5). It is therefore, recommended that the Department ofEducation and

Culture incorporates a policy that mandates racial representation on SGBs where

the learner population comes from different race groups so that participation in

policy decisions at school-level is legitimate.

6.3.1.2 EDUCATORS ON THE SGBs MUST BE GIVEN THE PORTFOLIO OF

SCHOOL-BASED POliCY OFFICERS (SBPOs)

The findings in 6.2.1.1 above, confirm the need for capacity building programmes

as acknowledged in the White paper on Education and Training (cf. I). Research

(Gray, 19&2: 245-261) indicates that the lack of clarity about what teachers, for

example, would actually do when implementing a curriculum or policy change,

frequently discourages them from using new curricula. The more complex and

unclear the change appears, the more likely it will be avoided. Hence, effective

strategies need to be devised so that educators are kept informed about policy

changes.

It is recommended that educators serving on the SGB should be given the

portfolio of school-based policy officers (SBPOs). Their task in terms of this

portfulio, would be to study policy documents that have relevance to school-based

management and governance so that information about such policy documents is

disseminated to the 5GB and staffmembers on a regular basis. The staffmembers

will in turn inform pupils about policies that affect them. By workshopping

national policy documents v.ith the parent-govenors, they v.i11 in turn be

empowered to participate in decision-making about school policies in a confident

and informed manner.

Such school-based capacity building programmes to empower the SGB and staff

members, should be incorporated in the school's year plan so that the SBPOs have
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sufficient time to familiarise themselves about relevant policy documents and

proactively plan and prepare for the implementation of their school-based capacity

building workshops.

The above recommendation is consistent with the literature review, that once a

policy is formulated, it should not be regarded as an end in itself Pro-active steps

by the management team need to be taken, to ensure that everyone is familiar

with the content of the new policy, is comfortable with the new vision, and

receives sufficient guidance and support in understanding the new initiatives.

While it is acknowledged that the Department ofEducation and Culture does have

capacity building programmes for SGBs, these workshops are not happening at

a fast enough pace and on a regular enough basis. Capacity building for the school

management and governance teams should be a site-based and continuous

programme because policy changes occur at regular intervals and it becomes

imperative for all interest groups to be fully updated about such changes.

6.3.2 Recommendations directed to the school Drincipals

0.3.2.1 PRINCIPALS MUST CONSIDER APPOINTING A MEMBER OF STAFF

TO BE THE SCHOOL'S PUBLIC RELATIONS OFFICER (PRO)

In order to promote good relations between various members from the different

constituencies (such as among staffmembers; between the staff and the governing

body, etcetera), principals should consider appointing a person who will create

opportunities for social interaction among various stakeholders. For example,

regular monthly staff socials can be planned or end-of-term socials between the

staffand the governing body members can be promoted. Through discussions with

the staH: various similar activities can be realised. The PRO may also be given the

duty to research venues for school excursions or negotiate with neighbouring

schools to arrange inter-school competitions.
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An important duty for the PRO will be to market the school. In other words, the

public must be made aware, via the media for example, of important activities and

achievements ofthe school and its learners. In this way, the school can be a source

ofpride for all its stakeholders.

6.3.2.2 PRINCIPALS MUST INITIATE THE MOVE FOR WIDE-SCALE STAFF

PARTICIPATION BY CO-OPTING STAFF l"fE~mERSONTO SCHOOL

GOVERNING BODIES

School principals should initiate the move for wide-scale staff involvement on

SGBs, by making use of the opportunity provided in the SASA to co-opt members

on the SGBs (cj 3.3.3.1[e]). Sub-committees ofthe SGB can be instrumental in

building a network of partnerships between the staff and governing body. A team

spirit and a sense of shared commitment, can be promoted with wide-scale

participation in school rnanagement and governance.

The sub-committees, for example fund-raising committees, schools grounds and

buildings committees etcetera, must serve as action groups, v.ith target

programmes drawn up at the beginning of each year, to serve the needs of the

school. Sub-committees are to routinely report back to the main GB about the

implementation and progress of their programmes. Together, all committee

members evaluate the progress made in the implementation of specific

programmes.

Whilst it is acknowledged that some educators prefer limited professional

involvement by means ofdefining their duties in terms of classroom management,

literature review on school management indicates that such limited involvement

.by staff members, deprofessionalises the educators and creates complacency

among staffmembers (cj 2.3). It thus becomes the responsibility ofthe principal

to motivate staffinvolvernent in educational matters beyond the boundaries ofthe

classroom. Miles's (1975: 42) advice is restated, namely, that the manager's role
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is not so much one ofcontrolling organisation members as it is of facilitating their

performance. He implores that if most people, whatever their level of current

ability, have untapped resources, the manager's task becomes that of tapping these

in the interest oforganisational effectiveness and efficiency

6.3.2.3

6.3.2.4

PRINCIPALS MUST GET TO KNOW THE STRENGTHS AND

LIMITATIONS OF THEIR STAFF AND GOVERNING BODY

MEMBERS

The educators' collective experiences and their familiarity with the school nonns

and infrastructure are in themselves an invitation to build a participative school

culture. The school principal (especially if newly appointed to the school)

however, must make himself7herself acquainted with the strengths and limitations

of the staffand school governors (cf 2.3.2.4) In this way the principal will know

when to source the expertise ofa particular staff or governing body member and

when to provide assistance for development and improvement of task

performances.

Where the governing body members are illiterate or semi-literate, transparency of

policy decisions should be the objective when interacting with these members.

Hence, the principal (or a volunteer from the staff) should workshop the functions

and duties ofgoverning bodies to such members before policy decisions are made.

During the policy-making process, these members must be encouraged to air their

views and opinions so that they are not excluded from policy decisions.

PRINCIPALS MUST ENCOURAGE VOLUNTEERS TO PARTICIPATE

IN MANAGEMEIII'T AND GOVERNANCE TASKS

It is advisable for principals to acknowledge that all stakeholders have the

potential (cf 2.3) to contribute to the growth and development of the school.

Hence, opportunities must be made (for example, at staffmeetings) to encourage

and motivate individuals to volunteer assistance to perform certain management
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and governance tasks. The rotation ofduties to perform such tasks are necessary

to provide all individuals with the opportunity to gain experience through active

involvement.

This recommendation is consistent with the human resources model that there is

an abundance rather than a scarcity in the area ofhuman capabilities, which in turn

indicates that the manager's role is not so much one of controlling organisation

members as it is of facilitating their performance. (c! 2.3)

6.3.2.5

6.3.2.6

PRINCIPALS MUST INVOLVE STAKEHOLDERS IN POUCY

DECISIONS BY PERPETUATING HORIZONTAL RATHER THAN

VERTICAL POWER RELATIONS

Multi-lateral discussions must evolve to accommodate the views and opinions of

all stakeholders. This is an important process in, for example, the construction of

a school's constitution because isolation ofstakeholders from the decision-making

processes will not see the constitution successfully implemented. Openness and

transparency in decision-making are important principles for the acceptance ofa

local school policies.

PRINCIPALS MUST PROMOTE AN ATMOSPHERE OF TRUST BY

DISPLAYING FAIR TREATMENT AND PROPER .MANAGEMENT

sKU.IS

It is important for principals to model their attitudes and behaviour on the

principles of democracy. Fair treatment of all pupils, educators and parents

respectively, is a prerequisite for building an atmosphere of trust and

accountability (if 3.2.3). In the climate oftransformation, it becomes imperative

for a principal to display proper management skills so that his or her credibility,

as a leader, is not brought into disrepute.
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6.3.3 Recommendations directed to the educators

6.3.3.1

6.3.3.2

EDUCATORS MUST FAMILIARIZE THEMSELVES WITH RELEVANT

POLICY DOCUMENTS INCLUDING THE BILL OF RIGHTS IN THE

NATIONAL CONSTITUTION

It is recommended that since educators are working with children, they must

become familiar with the Bill ofRights in the National Constitution so that the

human rights of the child is not violated in the classroom. A careful study of all

current educational policy docwnents is recommended so that there evolves a fully

informed teaching-corps. Regular discussions about policy document at staffand

governing body meetings can improve awareness and provide insight into policies

that have relevance to practitioners and school governors.

EDUCATORS MUST TAKE POSITIVE STEPS TO BECOME

PARTNERS IN MANAGING THEIR SCHOOLS

Educators must not be complacent but become active participants in terms ofself

education and managing school affairs beyond the boundaries ofthe classroom.

However, it becomes necessary for educators to respect the positionaI power of

the principal which grants himlher the authority to make certain decisions

unilaterally. It is when decisions do not directly affect stakeholders and is of

mininnun importance, that the principal may adopt a unilateral mode ofdecision­

making as discussed by Wtlkinson and Cave (1987: 120). It is recommended that

educators acknowledge the warning resounded by Roe and Drake (1980: 106)

that participation and sharing of power does not mean a faculty needs to get

together every time a decision is made. This in itself; they believe, would be poor

leadership! (cj 2.3.2.7).
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6.3.3.3

6.3.3.4

6.3.3.5

EDUCATORS MUST ACKNOWLEDGE AND PROMOTE A CULTURE

OF LEARNING, TEACHING AND ESPECIALLY OF SERVICE

Teachers must acknowledge and support the national drive to promote the culture

of learning, teaching and service, better known as COLTS. Specific attention

should be given to the culture of services at school-level management. The

implication is that there is a need for professionals (educators) to render voluntary

services to, for example, governing body members who require capacity building

in terms their management functions and duties. Hence, recommendation 6.3.1

made to the Departtnent ofEducation and Culture should be be considered for

implementation at school level management.

EDUCATOR REPRESENTATIVES ON SGBs MUST BE LIAISON

OFFICERS BETWEEN THE PARENTS AND THE TEACHERS

It is recommended that educator representatives on the SGBs serve as liaison

officers between the teachers and the parent component ofthe SGB by creating

feedback loops in order to keep staff informed about important matters which are

of relevance to them. Feedback from governing body meetings should be given

routinely at staff meetings so that staff members are not isolated from decisions

taken at governing body meetings.

EDUCATORS ~IUST PROMOTE A PARTICIPATIVE CULTURE IN

AND OUTSIDE OF THE CLASSROOM

It is recommended that educators promote a participative climate \'tithin the

classroom to instil values of tolerance, co-operation and respect among

heterogeneous groups of learners. An interactive rather than a transmissive

teaching method is required so that learners can become participants in the

teaching and learning process.
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The staffroom can be llSed as a place where staff members unite in an effort to

promote togethemess. It is suggested that the staffroom be used as it should be ­

as part ofthe information system and as a place for developing harmonious social

relations among staff members. Research indicates that organizational success

depends upon the effectiveness of all its members working in harmony (cf

2.3.1.6). It is important therefore, that every educator visits the staffroom at least

once during the day. Educators should be encouraged to have their mid-morning

coffee there VJith their colleagues and not in the isolation oftheir own classrooms.

6.3.3.6 EDUCATORS MUST WORKSHOP THE CONSTITUTION AND THE

CODE OF CONDUCT WITH LEARNERS IN THEm RESPECTIVE

CLASSROOMS

Educators must take the initiative to workshop the constitution and the school's

code of conduct with the learners. It is expected that learners abide by the rules

and regulations ofthe school. Learners must, therefore, be fully informed about

the school policies and the code ofconduct if they are to abide by them.

6.3.4 Recommendations directed to the parents (SCE)

6.3.4.1 THE GOVERNING BODY MUST UNDERSTAND THAT THERE IS A

DIVIDING LINE BETWEEN THEm DUTIES AS GOVERNORS AND

THE PROFESSIONAL DAY TO DAY DUTIES OF THE PRINCIPAL AND

EDUCATORS

Leonard's (1989: 34) suggestion, that the di"iding line between the policy group

namely, the school's governing body (which is not in permanent session) and the

implementation team, namely, the educators (the permanent organisation which

does the day to day work), needs to be carefully clarified and understood by all

concerned. Hence, it is suggested that there is full agreement between the

governors, the principal and the staffofeach school as to where the line lies ",ithin
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that particular school, in terms ofschool management and governance, and on the

procedures to be followed when it needs to be adjusted.

6.3.4.2

6.3.4.3

6.3.4.4

GOVERNING BODIES MUST NOT ACI IN AN INSPECTORIAL ROLE

BUT MUST PROMOTE A PARTNERSHIP BETWEEN THE SCHOOL

AND THE COMMUNITY

Leonard (1989: 19) warns that professional sensitivities may be aroused if teachers

feel that governors are acting in an inspectorial role, and therefore governors

should be careful to avoid doing so. School governors should consider Leonard's

(ibid) suggestion that "when a formal assessment is to be made ofthe quality of

a teacher's work, the job is best left to those who have the formal responsibility,

either within the school or outside it.' It is acknowledged, that the governing

body does, however have a role in initiating action if they think it is necessary. It

becomes imperative that a culture of participative and inclusive decision-making

in school management and governance evolves in order to give a sense of

'ownership' to policy and practice.

PARENTS MUST TAKE THE INITIATIVE TO BE INFORJ.~DABOUT

SCHOOL POliCIES

It is recommended that parents take the initiative to keep themselves informed

about issues pertaining to school policies. Regular visits to the school, attending

school functions, workshops and meetings, reading the school's newsletters and

policy documents, etcetera are some ofthe methods of updating themselves.

THE PARENT COMPONL'IT OF THE GOVERJ.~GBODY MUST

TAKE AN ACTIVE PART IN DECISION-.MAKING ABOUT SCHOOL

POUCIES

The governing body has specific duties laid down by statute, and needs to take



them seriously. Parents must not allow themselves to be isolated from decision­

making about education policies that affect them by allowing decisions to be made

on behalf of themselves by the professional corps. Being complacent and not

voicing concerns and greviances is tantamount to abdicating the legitimate powers

granted to the SGBs. It is therefore recommended, that those parent members

who accept their nominations to serve as school governors, become fully involved

in the decision-making processes during meetings about school policies.

6.3.4.5

6.3.4.6

THE GOVERNING BODY MUST DEVISE A LEARNERS' CODE OF

CONDUcrTHATINCORPORATES CONSEQUENCFSFOR BREAKING

A CODE

In order to support a culture of teaching and learning, a safe and secure

educational environment is imperative. Issues ofdiscipline however, present an

enormous challenge to SGBs across the country. Faced with increased numbers

ofstudents, fewer teachers and policy guidelines that promote a culture ofhuman

rights, SGBs need to develop creative methods ofdealing with misconduct. A fair

and just policy to counter anti-social behaviour, major and minor misdemeanours,

vandalism, truancy, drug abuse, carrying ofweapons and so on, must be devised.

Therefore, a code ofconduct must incorporate the consequences a learner will

have to endure if a code is broken. This would also ensure fairness and

consistency of treatment for those who do not comply with a school's code of

conduct for learners.

THE LEARNER'S CODE OF CONDucr SHOULD STIPULATE

PATTERNS OF BEHAVIOUR WHICH SUPPORT THE BILL OF

RIGHTS

Since schools across South Afiica are experiencing a unique situation where

heterogeneous groups of people are compelled by law to integrate in the
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educational environment, it is recommended that the learners' code of conduct

should stipulate patterns of behaviour which supports the Bill of Rights in the

National Constitution (NC).

The code ofconduct should provide a set ofguidelines for the creation ofa social

environment consistent with democratic values and principles enumerated in the

NC. Hence, it 'must be aimedat establishing a disciplined andpurposeful school

environment, dedicated to the improvement andmaintenance ofthe quality ofthe

learningprocess' (SASA, section 8). In other words, learners must be compelled,

by the code ofconduct, to respect and tolerate their peers from diverse race and

cultural groups so that social harmony can prevail in education institutions.

6.3.5 Recommendations directed to the learners

6.3.5.1

6.3.5.2

6.3.5.3

LEARNERS MUST FAMILIARISE THEMSELVES WITH THEIR

SCHOOL'S CONSTITUTION AND THE LEAR1''ERS' CODE OF

CONDUCT

Pupils must familiarise themselves with their school's constitution and the

learner's code ofconduct by asking educators to explain the implications that such

policies have for them.

LEARNERS MUST LEARN TO WORK WITH THEIR PEERS

IRRESPECTIVE OF RACE, GENDER OR CLASS

Learners must learn to work with their peer irrespective ofrace, gender or class.

It is thus recommended that learners get to know their peers by interacting with

them both inside and outside ofthe classroom.

LEARNERS MUST DEVELOP INQUIRY SKUJ$ M'D PARTICIPATE

IN CLASS DISCUSSIONS

It is recommended that learners develop inquiry skills so that they are not

marginaIised in the teaching and learning process.
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6.3.5.4 LEARNERS MUST MOTIVATE AND ENCOURAGE THEIR PARENTS

TO BECOME INVOLVED IN THEIR EDUCATION

Learners must take the initiative to encourage and motivate their parents to

become involved in their education by attending meetings, reading newsletters,

questioning policies, evaluating progress volunteering assistance with school

functions and assisting them with their school work.

6.4 FURTHER RESEARCH

Since the research findings indicate an imperative to move away from traditional, autocratic

management towards a participative mode of management, there is a need for a closer

examination ofthe duties and functions ofthe school governing bodies in relation to those of the

school principal and the teachers. Hence, it is recommended that further research pertaining to

the development ofmethods and strategies for effective school management and governance is

undertaken.

6.5 FINAL REMARK

The aim ofthis study was to investigate the manner and extent to which schools are changing in

response to policy directives that call for the participation ofall stakeholders in the management

and governance ofschools. It was found that there is a steady shift from the traditional top-down

mode of management towards more inclusive and participative organisations. However, the

rnetoric of participation is still evident, because while all the schools that participated in the

research project have management structures in place that incorporate all the relevant

stakehol~ evidence from the £ndings inllieate that some of the stak:eholders are not sufficiently

and appropriately involved in the decision-making processes. It is hoped that the

recommendations made will be seriously considered so that education institutions can be managed

and governed in a participative manner.
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DEAR RESPONDENT

1ha:nk you for taking time to llIl:>"Wa my questionnaire. The fact that you have been chosal
a< a respond=t is quite ooincidental. The ares ill which you live, as well ss you have been
selected randomly tOr the purpose oflhis ;urvey.

••••••••••
I would like to ll.S-<Ure you that all the mformation you provide will be regarded as strictly
confidential.
Thus, to obtain reliable. scientific infonnation it is necessary that you answer the questions
as hon~'tly as you can. Your opinion is important.

Pleas.: answcr ALL qU~$tion in the followmg way:

I. Circle all cod~, ~g. CD
2 Do not use crosses, ego X.
3. Where a qUe»'lion requires comments, write in the space provided.

OUESTION ONE

1.1

SEX

Male I

female 2

1.2

AGEGROtJP·

under 30 I

31-40 2

41-50 3

aVer 50 4

1.3

English

Zulu

Xhose

Other (please specify)

2

3

4

5



1.4

loS

1.6

MY JUGHESTQUALmCATlON IS .

Lower than Matric I

Matric 2

CollegelUniversiry diploma 3

U niversiry Degree eg, BA 4

Other post university degree, 5

IAMANEDUCATORIN

The Jumor Primary Phase I

The Senior Primary Phase 2

219

1.7

1.8

MY PRESENT SCHOOL IS CIReurr NUMBEROFYURs IN
AN '. PRESENT SCHOOL

ex-DET school I Braemar 1 under :; I

e,,-HOD school 2 Umzinto 2 6 -10 2

ex-HOR scltool 3 Mtwalume 3 II - 15 3

ex-HOA school 4 Tutton 4 16·20 4

",,·NED school 5 Amandawe 5 over 20 5

Dududu 6

MY SCHOOLPRINCIPAL IS A' ',' "':";:,"')'~':~(i/C:'i;
Male 1

female 2

:1

L
:1
(
i
i
j
i
"

5,
'\

i

The South African Schools Ac~ 1996

The Bill ofRighlS. 1996

Your school's conslinniOll

Your school's mission ststemenl

The Learner's code ofconduct

The Teachers' code ofccnduct

5 4 3 2

5 4 3 2

5 4 3 2

:; 4 3 2

:; 4 3 2

5 4 3 2

5 4 3 2

I

\

I



1.9

1.10

1.11
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OUR SCHOOL'S EDUCATORS 'PAllENTS " ..NON-PARENTS '
".. '

'UNSURE' ' ,

GOVERNING BODY (INCLUDING oa:.A_~1IIe

CONSlSTSOF PRINCIPAL) cOMJiiiCiidt, wtti: ,-
"I""doI sI<a«
upt:atilc:

Between 1-3 members I 1 1 1

4-6 members I 1 1 1

7-10 members I 1 1 1

None I 1 1 1

INDICATE THE Nl1MBEROF EDUCATORS PARENTS' NON-PARENTS UNSURE
CQ.QPIED _ME1'-llIERS ON ez.A_rr-
YOUR SCHOOL'S iMc $ ,wfdl
GOVERNING BODY .--.".

e..,...,dw:

Between 1-3 1 1 1 1

4-6 1 1 1 1

7-10 1 1 I 1

None 1 I 1 1

~ .. .. ,
"

WHICHOFlHE FOLLOWING MANAGE1fIENTFUNCI10Ns·~YOU
PERFOR.1\f ':', " ,". ' ..

:Stock control 1 Member ofschool~ 7
and buildings committee

Finance management 2 Prefect ma::."ter 8

Teacher librarian 3 Sports masler 9

Governing body rrea:wrer 4 Sehool'~ public relstions 10
officer

Governing body secreIaI}' 5 Subject committee mc:nber 11

Fund raising co=i=nrembcr 6 None: ofthe above 12

Other (please specify) crucrY§E
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OlTESTlONTWO
2.1 Thinking specifically about the role oftbe principal in the management ofYOUR

school, please, could you tell me the extent to which you agree or disagree with each
of the following statements. Circle tbe code of your choice for each statement.

..
2.1 2.2

MY PRINCIPAL....... STRONGLY AGREE NElTIIER . DISAGREE I "STRONGLY RANKING
AGREE AGREE DISAGREE 1-3

NOR
DISAGREE

disc= school policies with the staff ; 4 3 2 1

disc""""" 'The South African Schools· ; 4 3 2 1
Act. 1996 with the stall'

discusses the South African Schools' ; 4 3 2 1
Bill. 1996 with the staff

rotales DeplU1lIlenuU circwars la all ; 4 3 2 I
staffrn=bers

discus,;.". the bud!,.:! with the .tall" 5 4 3 2 I

involve'j st1l1f in det.:isioJI:) about 5 4 3 2 1
spending

promotes agreement anlOng staff ; 4 3 2 1
members and the Governing Body on
curriculwn conlent and method

supports staff in implementing 5 4 3 2 I
OUlcomes Based Education

builds a network of"".-tema! comacts to 5 4 3 2 I
help improve school resources

m:ognis<:s special polential and skills ; 4 3 2 I
of staff

distribute,; the teaching workloads 5 4 3 2 I
fairly among staffmembers

creates opportunities for professional 5 4 3 2 I
grow1h ofhislher staffmembers

motivates staffto be united 5 4 3 2 I

promotes mutuallrU:>'t between 5 4 3 2 1
himselflbttselfand staff

enCOlll"llges partnership between the 5 4 3 2 1
staffand gO\-eming body

2.2 Look again at the statements above and sdect ONE statement which best deuribes
YOUR principti's role in management. Place "1" in the column headed "Ranking".
Thereafter, please give me your second and third choice by placing~.. and "3" in
the same column.
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OUESTION THREE

Now I would like you to think about the role played by parents in decision-making about
school policies, Once again focus specifically on your own school's Governing Body and
please tell me whether you agree or disagree that parents took part in deciding the
following.

PARENTS WERE PARTICIPANTS IN ' STRONGLV AGREE NE111IER DISAGREE STRONGLY

DECIDING TIlE FOLLOWING AGREE AGREE DISAGREE
NOR

SCHOOL POUCIES DISAGREE

Our school"s constitution 5 4 3 2 1

Our school" s mission Slatement 5 4 3 2 1

Our school" s admission poliL)' 5 4 3 2 1

Our ,.;hool's language policy 5 4 3 2 1

Our learn",,' s code ofconduct 5 4 3 2 1

Our ,.;hool's budget 5 4 3 2 I

Our school's religIOUS ObservllIlW 5 4 3 2 1
in'1TUction policy

Our ,.;hoo!s curncular programrne 5 4 3 2 1

Our school's extra-curricular programme 5 4 3 2 l

OUESTION FOUR

Thinking specifJailly about the pupils in your school, please circle the code of your choice.

IN MY SCHOOL '.

The pupils confide in the principal

The principal uses corporal
punishment to effect discipline

There is mut!J81 respect between the
leachers and pupils

Pupils are kept informed about
changes made within our school

5

5

5

5

4

4

4

4

3

3

3

3

2

2

2

2

1

I

I

I



223

OUESTION DYE
5.1 The new system of educational management requires coUective decision-making

with regard to matters affecting the planning and delivery of education. Evaluate
the changes taking place in your school.

,.
.

5..1 5..2

I AM SATISFIED TIfAT IN VERY SATISFIED NEIlHER UNSATIllFIED VERY RA/Il1rnl'G

OUR SCHOOl- SATISFIED SAIISFIIID UNSATISFIED 1-3
NOR
UNSATISFIED

Part:nts are ~ven greater power in 5 4 3 2 I
education management

Our school's governing body Wll$ 5 4 3 2 I
democratically elected

There is: racial r~resentati.onon our 5 4 3 2 I
school's governing body

There is gender representation on 5 4 3 2 I
our school's governing body

Parents participated in deciding the 5 4 3 2 I
school's constitution

Parents participated ill drawing up 5 4 3 2 1
the learner's code ofconduct

Pan:nts were consulted about the 5 4 3 2 I
school's admission policy

Parents were =-ulled about the 5 4 3 2 1
school's language policy

Parents have the capacity to make 5 4 3 2 1
policy decisions

The learner's code ofconduct sets 5 4 3 2 I
out consequences for breiling a
rule

Curriculum changes reflect the 5 4 3 2 1
diverse culture:! ofour countIy

Our school embraces a non-racial 5 4 3 2 I
enrolment policy

Parents are actively involved in the 5 4 3 1 I
education ofthcir cbildn:n

The principal, staff. pupils and 5 4 3 2 I
governing councillors have a good
working relatiOll:!hip

5.2 Please tell me which ONE statement be5t describes your feelings about changes
taking place in YOUR school P1a.ce "I" in the column beaded "holting".
ThereAfter, mark your second and third choices in the same column.
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OUESTlON SIX

Some people argue that a principal's success today depends on his or her ability to interact with
the people within hislher school

Please. could you tell me all your thoughts and feelings about the interaction of the principal with
the educators, governing body, parents and the pupils of your school

MY THOUGHTS AND FEELINGS ... OFnCZ
un:

PBINClP'\kSIAfF !~TERACTION'

PRt"iCIPAl _GOVERNIN(j BODY I;-.JIERA<.TIQ"·

PRlNClPAL-eOMMlINlTI' INTERACTION:

PRll"'c[PAL-PUPtL L'lTERACTION:
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APPENDIXB

Woodgrange-On-Sea Primary School
P.O. Box 7
HIBBERDENE
4220

1998-05-20

KwaZulu Natal Department of Education and Culture
The ChiefDirector ofEducation and Culture
Port Shepstone Region
PORTSHEPSTONE
4240

Sir

REQUEST FOR PERMISSION TO CONDUCT RESEARCH

I am currently conducting a Research Project aimed at examining school management and the
implementation of education policies in schools. Pennission is therefore requested to conduct
such research in schools under your control. This research is towards my M. Ed degree, and is
being carried out under the supervision of Prof R.G. Ngongo at the UmJazi Campus of the
University ofZululand.

The topic ofmy dissertation is: Participative management and the implementation ofselected
education policy documents at school For the purpose ofthis research a questionnaire will be
developed which will be administered to educators located in the Scottsburgh District. All
information elicited from the research will be treated as confidential and anonymity is ensured.

Information gathered in the research will offer invaluable assistance to all educators as well as to
the Department ofEducation and Culture in South Africa. A copy ofthe research findings will
be made available to your department on request.

Thanking you in anticipation.

Yours sincerely
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Woodgrange-On-Sea Primary School
P.Q. Box 7
HIBBERDENE
4220

1998-05-29

KwaZulu Natal Department ofEducation and Culture
The Chief Superintendent
Scottsburgh District
Private Bag X0515
SCOTTSBURGH

Sir

REQUEST FOR PERMISSION TO CONDUCT RESEARCH AT SELECTED SCHOOLS IN
THE SCOTTSBURGH DISTRICT

I hereby apply for permission to conduct educational research in schools under your supervision.
The research is essential for me to complete my M. Ed degree with the University ofZululand.
Pennission from the Regional Director ofEducation to embark on this project has been requested.
I was duely directed to contact your office. Attached please find a copy of the letter.

The topic ofmy dissertation is: Participative management and the implementation ofselected
education policy documents at school The research will be conducted by means of a
questionnaire wltich will be administered to educators. I reassure you that no question enlisted
will be incriminating or offensive in nature.

Thanking you in anticipation.

Yours faithfully

~. "------K.C~Y(MrS)
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PROVINSIE
KWAZULU-NATAL

DEPARTMENT 0,. EDUCATION
AND CULTURE

UMNYANGO WEMFUNDO
NAMASIKO

DEPARTEMENT VAN
ONDERWYS EN KULTUUR

ADDRESS:
IKIIELI, SCOTTBURGH
~D.•ES,

P"IVATE BAG, X0515
DISTRICT ISIKIIWA'IA SEPOSI, U~1ZINTO

PRH:MTS'!K, 4200

TELEI'IIONE,
LX:INGO,
TELEFDOI"

0323-9740149

ENQUIRIES:
I!'1IEJUZO,
NJ1V,c('AE:

B.E. Nobln
CSEM

ReFERENCE::
INKCi'f!Jk
VER'rlYSISG:

DATE:
USUKlh
DATUM:

08.06.98
-----------------------------------

Mrs K. Chetty

Woodgrange on Sea Prlmary School

P.O. Box 7

HIBBERDENE

Madam

PERMISSION TO CONDUCT RESEARCH AT SELECTED SCHOOLS IN THE

SCOTTBURGH DISTRICT:

PermlsSlon lS hereby granted on the follow1ng cond1t1ons:

1. The partlc1patlon of educators lS voluntary.

2. Your research w1ll not 1IDpact on the offlc1al hours of

duty of educators

3. That-thequest1ons w1ll not be 1ncr1ID1nat1ng or offens1ve

1n nature.

4. You w1ll work through the prlnclpa~ of the schools you

have chosen.

We w1sh you well 1n your stud1es.

Yours fa1thfully

~..:.
B.E. Nobln

DISTRICT MANAGER SCOTTBURGH DISTRICT

.......J\/

~liT"•



APPEND LX E 228
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Test Value - 0

95% Confidence
Interval of the

5i9· Mean Difference
t df (2-tailed) Difference Lower Upper

5 A 5 A - DESCRIBTION
33.764 190 000 2.84 2.68 301OF KNOWLEDGE

BILL OF RIGHTS -
DESCRIBTION OF 37.159 190 .000 2.90 2.75 305
KNOWLEDGE
EL R A - DESCRIBTION

37.319 190 .000 280 2.65 2.95OF KNOWLEDGE
CONSTITUTION -
CONSTITUTION -

43.890 190 000 349 3.34 3.65DESCRIBTION OF
KNOWLEDGE
MISSION - DESCRIBTION
OF KNOWLEDGE 37.364 190 .000 3.33 3.15 3.51

LEARNER CODE-
DESCRIBTION OF 38.959 190 .000 3.55 3.37 3.73
KNOWLEDGE
TEACHER CODE OF

42052 190 .000 370 352 3.87CONDUCT
MY PRINCIPAL DISCUSS
SCHOOL POLICIES WITH 49.524 190 .000 390 3.75 4.06
THE STAFF
PRINCIPAL DISCUSS THE
SOUTH AFRICAN

33.812 190 .000 296 2.79 3.14SCHOOLS ACT WITH
STAFF
PRINCIPAL DISCUSS THE
SOUTH AFRICAN BILL 32.301 190 .000 2.88 2.71 306
WITH STAFF

PRINCIPAL ROTATES
DEPARTMENTAL 51.240 190 000 414 3.98 4.30
CIRCULARS

PRINCIPAL DISCUSS THE
BUDGET WITH THE 28.643 190 .000 297 2.76 3.17
STAFF
PRINCIPAL INVOLVES
STAFF IN DECISIONS 28.865 190 .000 3.00 2.79 3.21
ABOUT SPENDING

PRINCIPAL PROMOTES
AGREEMENT AMONG 33.167 190 .000 3.14 2.95 3.32
STAFF AND GOV BODY

PRINCIPAL SUPPORTS
STAFFIM

46.641 190 .000 3.76 3.61 392IMPLEMENTING
OUTVOMES BACED EO

PRINCIPAL BUILDS A
NETWORK OF 45.498 190 .000 3.59 3.44 3.75
EXTERNAL CONTACTS

PRINCIPAL RECOGNISES
PECIAL POTENTIAL AND

39.406 190 .000 3.47 3.30 3.64SKILLS OF STAFF

PRINCIPAL DISTRIBUTES
THE TEACHING

39.093 190 .000 363 345 381WORKLOADS FAIRLY
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Test Value = 0

95% Confidence
Interval of the

Sig. Mean Difference
t df (2-tailed) Difference lower Upoer

PRINCIPAL CREATES
OPPORTUNITIES FOR

43.976 190 .000 3.70 3.53 3.86PROFESSIONAL
GROWTH
PRINCIPAL MOTIVATES

46681 190 000 4.05 388 4.22STAFF TO BE UNITED
PRINCIPAL PROMOTES

43.086 190 .000 380 3.63 3.98MUTUAL TRUST
PRINCIPAL ENCOURGES
PARTNERSHIP
BETWEEN STAFF AND 40.772 190 .000 3.54 3.37 3.71
GOVBODY

PARENTS PARTICIPATED
IN SCHOOL ADMISSION

39.552 190 .000 3.29 3.13 3.46
POLICY

PARENTS PARICIPATED
IN SCHOOL'S LANGUAGE 35.033 190 .000 3.01 2.84 3.18
POLICY
PARENTS PARTICIPATED
IN lEARNER'S CODE OF

40.577 190 .000 3.52 3.35 3.69
CONDUCT

PARENTS PARTICIPATED
IN SCHOOL'S BUDGET 39.918 190 .000 3.53 335 370

PARENTS PARTICIPATED
IN SCHOOL'S RELIGIOUS

36.522 190 .000 3.07 2.91 3.24POLICY

PARENTS PARTICIPATED
IN SCHOOLS

32.144 190 .000 2.76 2.59 2.93CURRICULAR
PROGRAMME
PARENTS PARTICIPATED
IN EXTRA CURRICULAR

35.441 190 .000 3.08 2.91 3.25PROGRAMME

PUPILS CONFIDE IN THE
38.280 190 .000 3.17 3.01 3.34PRINCIPAL

PRINCIPAL USES
CORPORAL 28.474 190 .000 2.20 205 2.35
PUNISHMENT

THERE IS MUTUAL
RESPECT BETWEEN THE 51.781 190 .000 3.94 379 4.09TEACHERS AND PUPilS

PUPilS ARE KEPT
INFORMED ABOUT 45.957 190 000 379 362 3.95
CHANGES
PARENTS ARE GIVEN
GREATER POWER IN

31.820 190 .000 296 2.78 315EDUCATIONAL
MANAGEMENT
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Test Value - 0

95% Confidence
Interval of the

Sig. Mean Difference
t df (2-tailed) Difference Lower Uooer

OUR SCHOOL'S
GOVERNING BODY WAS

43.384 190 .000 3.84 3.66 4.01DEMOCRATICALLY
ELECTED

THERE IS RACIAL
REPRESENTATION ON

30.458 190 .000 2.90 2.71 309OUR SCHOOL'S GOV
BODY
GENDER
REPRESENTATION ON

40.935 190 .000 3.71 3.53 389OUR SCHOOL'S
GOVERNING BODY
PARENTS PARTICIPATED
IN DECIDING THE
SCHOOL'S 36.713 190 .000 3.27 3.09 3.44
CONSTITUTION

PARENTS PARTICIPATED
IN DRAWING UP THE

35.467 190 .000 3.15 2.98 3.33LEARNERS'S CODE

PARENTS WERE
CONSULTED ABOUT 46.344 190 .000 3.47 3.32 362
ADMISSION POLICY
PARENTS WERE
CONSULTED ABOUT THE 42.393 190 000 3.15 3.01 3.30
LANGUAGE POLICY
PARENTS HAVE THE
CAPACITY TO MAKE 37.270 190 000 3.05 2.89 3.21
POLICY DECISIONS

LEARNER'S CODE OF
CONDUCT SETS TO 41.192 190 000 3.46 3.29 362
BREAKARULE

CURRICULUM CHANGES
REFLECT THE DIVERSE

41.196 190 000 3.37 3.21 3.53CULTURES

OUR SCHOOL
EMBRACES A

47.072 190 000 3.82 3.66 3.98NON-RACIAL
ENROLMENT POLICY

PARENTS ARE ACTIVELY
INVOLVED IN THE

30.274 190 .000 2.90 2.71 3.09EDUCATION OF
CHILDREN
PRINCIPAL, STAFF,
PUPILS AND GOV BODY 41.719 190 .000 3.64 3.47 3.81
GOOD RELATIONSHIP
PARENTS PARICIPATED
IN SCHOOL 36.543 190 000 3.40 321 3.58
CONSTITUTION
PARENTS PARTICIPATED
IN SCHOOL MISSiON 35.860 190 .000 3.10 2.93 327
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STATEMENTS RA."'OCI3D

QUESTION 2.2 HRST SECOt'.1) THIRD TOTAL
MY PRINCIPAL FREQUENCIES

FREQUENCY % FREQ1JENCY ,!/~ FREQ1..J'ENCY a/~

discusses school policies with the staff 26 13.6 17 8.9 11 5.8 54

discusses The South African Schools' Act 4 2.1 3 1.6 6 3.1 13
1996 with the staff

discusses The South African Schools' Bill, 2 1.0 4 2.\ 6 3.\ 12
1996 v.ith the staff

rotates- departmental circular5 to all staff 30 \5.7 34 17.8 24 \2.6 88
members

discusses the budget with the staff 3 1.6 5 2.6 8 4.2 IG

involves staff in decisions about spending 1 .5 3 1.6 8 4.2 12

promotes agreement among staffmembers 2 1.0 8 4.2 5 2.6 15
and the Governing Body on curriculum
content and method

supports staff in implementing Outcomes 6 31 \8 9.4 12 6.3 36
Based Education

builds a network ofexternal contacts to 8 4.2 10 5.2 8 4.2 26
help improve school rcsoU(CC3

recognises special potential and skins of 8 4.2 8 4.2 12 6.3 28
staff

distributes the teaching workloads fairly 16 8.4 16 8.4 21 11.0 53
among staff members

creates opportunities for professional 12 6.3 10 52 14 7.3 36
growth ofhis/her staff members

motivates staITto be united 51 26.7 34 \7.8 23 \2.0 108

promotes mutual trust between 12 6.3 12 6.3 23 12.0 47
himseI£!herselfand staff

encourages partnership between the staff 10 5.2 9 4.7 10 52 29
and governing body

Total 191 100 191 100 191 100



233

STATEMENTS R..i\}.'KED

FIRST SECOl'.D TInRD TCflAL
QUESTION FREQUENCIES

52 fREQUENCY % FREQUENCY % FREQUENCY %

Parents are given greater power in education 17 8.9 10 5.2 16 8.4 43
management

Ourschool's governing body was 26 13.6 22 11.5 20 10.5 68
democratically elected

There is racial representation on 0U1' school's 6 3.1 7 3.7 9 4.7 22
governing body

There is gender representation on our 13 6.8 16 8.4 15 7.9 45
5Cbool's governing body

Parents participated in deciding the school's 7 3.7 10 5.2 8 4.2 25
com;titution

Parents participated in drav.ing up the 7 3.7 10 5.2 12 6.3 29
~.:arner·s code ofconduct

Parents were C"On.wlted about the school's • 4.2 12 6.3 9 4.7 29
adm.ission policy

Parents were C"Oflrohed about the school's 2 1.0 6 3.1 3 1.6 11
language policy

Parents have the capacity to make policy 4 2.1 3 1.6 10 5.2 17
decisions

"The Icsrnc:r's code ofcondud sets out 13 6.8 16 8.4 17 8.9 46
~ for breaking a role

Curriculum changes reflect the diverse 5 2.6 15 7.9 18 9.4 38
cultures ofour country

Our~l embraces a non-ntci.al enrolment 18 9.4 13 6.8 11 5.8 42
policy

Our school exdudes pupils who <=not 26 13.6 21 11.0 15 7.9 62
alfotd school fees

The principaL o<afI; pupils and governing 39 20.4 30 15.7 28 14.7 97
councillors have. good wading relatiOll5!rip

ToW 191 100.0 191 100.0 191 100.0
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