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SUMMARY 

The research deals with the Developmental Appraisal System (DAS) which was 

introduced in 1998 to address the professional development of teachers in the Republic 

of South Africa. This process was influenced inter-alia by the following challenges 

which seem to be faced by teachers, namely: development of teachers' professionalism, 

personal growth, and promotion of teachers. 

The purpose of this research was to determine the role of the school management team 
(SMT) to implement the required Development Appraisal System (DAS) as part of the 
Integrated Quality Management System (IQMS). The focus of this research was the 
professional development of teachers, which inevitably involves the role of the school 
management team (SMT) in implementing the Developmental Appraisal System (DAS) 
in schools. The role of the School management team was subsequently studied in 
relation to the implementation of the DAS policy with a focus on the composition of the 
SMT, the roles, responsibilities and core duties of the different members of the SMT. 
The collected information from the literature review formed a basis for the development 
of a management plan as part of a theoretical framework for the school management 
team to effectively implement the Developmental Appraisal System (DAS) in the school. 

The research made use of a qualitative case study to determine the extent of the role of 

the school management teams to implement the Development Appraisal System policy 

in a primary school in the Lichtenburg APO. Data was collected through the use of 

semi-structured interviews and focus group discussions. The target population of this 

research was the members of the school management team as well as purposefully 

selected teachers from a specific school. 

Findings include amongst other insufficient competence of school management 

members to implement the Development Appraisal System effectively. Guidelines were 

accordingly formulated for the improvement of the expertise of the school management 

team to implement the Developmental Appraisal System in the school that serves as the 

study population for the qualitative case study. The research concluded that if the 

Developmental Appraisal System is effectively implemented according to policy and by 
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taking into account the needs of the teachers; it may be to the benefit of all stakeholders 
of the school community. 

OPSOMMING 

Die navorsing handel oor die implementering van die Ontwikkeling-evalueringstelsel 

(Developmental Appraisal System) wat gedurende 1998 gei'nisieer is om die 

professionele ontwikkeling van onderwysers in Suid Afrika te bevorder. Die 

implementering van die evalueringstelsel is onder andere bemoeilik deur uitdagings van 

'n professionele aard, persoonlike groei in die onderwys en die beperkte 

bevorderingsgeleenthede vir onderwysers. 

Die doel van die navorsing was om die rol van die skoolbestuurspan te ondersoek 

betreffende die implementering van die Ontwikkelingevalueringstelsel as deel is van die 

gefntegreerde bestuurstelsel. Die fokus van die navorsing was die professionele 

ontwikkeling van die onderwysers wat noodgedwonge die rol van die skoolbestuurspan 

ten opsigte van die implementering van die Ontwikkeling-evalueringstelsel betrek het. 

Dusdanig is die rol van die skoolbestuurspan bestudeer met betrekking tot die 

samestelling van die bestuurspan, die rolle van bestuurslede, verantwoordelikhede en 

kerntake van die verskillende skoolbestuurders. Die inligting bekom vanuit 'n 

uitgebreide literatuurstudie het 'n basis gevorm waarvan 'n bestuursraamwerk 

saamgestel is vir die skoolbestuurspan ten einde die Ontwikkeling-evalueringstelsel 

effektief te implementeer in die skool wat deelgeneem het aan die navorsing. 

Die navorsing is gebaseer op 'n kwalitatiewe gevallestudie om die rol van die 

skoolbestuurspan te ondersoek aangaande die implementering van die voorgeskrewe 

Onwikkeling-evalueringstelsel van 'n bepaalde skool. Data was versamel deur die 

gebruik van semi-gestruktureerde onderhoude en fokusgroep besprekings. Die 

teikenpopulasie van die navorsing het die lede van die skool se bestuurspan sowel as 

doelmatig geselekteerde onderwysers van die skoolpersoneel ingesluit. 
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Van die bevindinge het onder andere aangedui dat onvoldoende bevoegdheid van die 

lede van die skoolbestuurspan ge'identifiseer is met betrekking tot die effektiewe 

implementering van die Ontwikkeling-evalueringstelsel in die skool. Riglyne is 

saamgestel vir die verbetering van die kundigheid van die skoolbestuurspan van die 

skool wat aan die navorsing deelgeneem het ten einde die Ontwikkeling-

evalueringstelsel effektief te implementeer. 

Die navorsing kom tot die slotsom dat indien die implementering van die Ontwikkeling-

evalueringstelsel volgens beleid en behoeftes van die onderwysers geimplementeer 

word, die evalueringstelsel tot voordeel van al die rolspelers van die skooigemeenskap 

kan wees. 
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CHAPTER 1 

ORIENTATION 

1.1 INTRODUCTION 

The main objective for the Department of Education (2003:3) is to ensure quality public 

education for all South Africans. Quality in education will only be achieved where 

teaching staff is adequately trained for the duties they must perform. While pre-service 

training plays an important role in the preparation for a teaching career, a detailed 

programme of on-going staff development is essential if teachers are to meet the 

challenges of quality education (Halliday, 1995:34). 

A School Improvement Plan was initiated through the Tirisano (Working together) and 

Batho Pele (People first) Programmes which, inter alia aims strategically to advance the 

quality and standards in the South African education system in a climate conducive for 

the professional growth of teachers (Department of Education, 2000a:14). 

The acceptance of the Integrated Quality Management System (IQMS) makes the 

Development Appraisal System a reality in the South African education system along 

with the policies of Whole School Evaluation and Performance Measurement 

(Department of Education, 2003:3). The main objective of the Development Appraisal 

System is to improve the quality of education through the development of the 

competence of teachers. The appraisal system is providing important information and 

feedback as a basis for decision-making regarding the encouragement of good 

performance and further development of teachers. Appraisal also provides 

opportunities for the school management team to professionally discuss the 

performance of teachers, the correction of areas of weaknesses as well as direction 

concerning future career goals (Department of Education, 2003:4). 

The Development Appraisal System aims to appraise individual teachers in a 

transparent and professional manner to determine areas of strength and weakness with 

the purpose to draw up a programme for individual development that should be part of 

every manager-teacher relationship (Harvard Business Essentials, 2004:117). 

Indicators from the appraisal system will be used in issues related for example to salary 

progressions, affirmation of appointments, promotion, rewards and incentives. 

Chapter 1: Orientation 
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It is important for the members of school management teams to provide guidance and 

leadership to effectively implement the Development Appraisal System in their 

respective schools, because none less than staff members' professional careers are 

appraised (Department of Education, 2001b: 15). Nieuwenhuis and Potvin (2005:7) 

regard the key task of a school manager as to ensure effective teaching and learning in 

the school that could be achieved through ongoing teacher development located within 

a holistic integrated quality management system. Consequently, it can be deduced that 

effective guidance by management is an essential component for the successful 

implementation of an appraisal system to acknowledge and reinforce good teaching 

practices and quality professional development (Texas Education Agency, 1998:1; 

Halliday, 1995:38). 

From the preceding discussion, it can be stated that school management needs to be 

conversant with the context and content of an appraisal system because of the risk of 

an assumption that teaching practices can be easily quantified and measured. The risk 

lies in overlooking the complex, value laden nature of teaching that involves among 

others problem-solving, collegiality, focusing on complex human behaviour and mutual 

pedagogical development (Stone, 1986:1). A further complication that necessitates 

managerial competence is the prevailing perception of many teachers that the appraisal 

system is misused as a "form of control" (Smit & Cronje, 1999.356; Lumby, Middlewood 

& Kaabwe, 2003:121). Bush and Coleman (2000:61) view appraisal intervention in 

terms of relationships rather than intangible and unattainable goals. 

Teachers are undoubtedly the most important role players within the education system, 

because they are responsible for ensuring that quality learning takes place successfully 

in the classroom. However, according to Kollapen (2006:25) there are numerous 

problems and issues that question the competence of teachers in South Africa to 

provide quality education. A culture of accountability needs to be fostered and teachers 

who do not perform their duties must not be tolerated by the Department or respective 

unions (Kollapen, 2006:43). The situation with regard to policy implementation is more 

serious, because Kollapen (2006:18) reports that the provincial education authorities 

follow "a management style where they stumble form one crisis to another." In this 

regard, Kollapen (2006:3) identifies a need for research to provide in the lack of specific 

information related to education issues. 

Chapter 1: Orientation 
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The formal and informal information available about the Development Appraisal System 

needs to be clarified for the school management team to understand the context, 

content and rationale of the Development Appraisal System and to distinguish clearly 

between myth and reality. 

Staff development programmes must be tailor-made to meet the needs of a specific 

institution as well as that of individual teachers (Halliday, 1995:34). Lumby et al. 

(2003:128) stated clearly that, while teacher appraisal in any school operates within the 

constraints of national guidelines, it is useful for individual institutions to seek clarity in 

the light of idiosyncratic circumstances. 

For the mentioned reasons a specific need was identified at a particular primary school 

to narrow the focus of the research on the role of the management team in 

implementing the required development appraisal system (DAS) in the specific school. 

The research intends in this regard to find a situation-specific balance for the school 

management team to simultaneously judge performance and support its development. 

Lastly, the research anticipates the formulation of recommendations for the members of 

the school management team in the selected school to participate in the research which 

investigated the implementation of the developmental appraisal system (DAS) in the 

most effective way. 

1.2 PROBLEM STATEMENT 
Based on the preceding orientation, the research problem is: 

What is the role of the school management team of a particular primary school to 

implement the developmental appraisal system (DAS) as part of the Integrated 

Quality Management System (IQMS)? 

1.2.1 Research questions 

An analysis of the above-stated research problem led to the formulation of the following 

research sub questions: 

Chapter 1: Orientation 
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• What is the context and content of the developmental appraisal system 

(DAS) as policy in education? 

• What is the role of the school management team to implement the 

developmental appraisal system (DAS) policy? 

• What situation-specific challenges are facing the school management 

team of the selected school to implement the required developmental 

appraisal system (DAS)? 

• What recommendations can be formulated for the school management 

team of the selected school to effectively implement the required 

developmental appraisal system (DAS)? 

1.2.2 Research aims 
The purpose of this research is to determine the role of the school management team of 

the selected primary school to implement the required developmental appraisal system 

(DAS) as part of the Integrated Quality Management System (IQMS). The purpose can 

be further divided into the following research aims, namely to: 

• determine the context and content of the developmental appraisal system 

(DAS) as policy in education; 

• determine the role of the school management team to implement the 

developmental appraisal system (DAS) policy; 

• identify the situation-specific challenges that are facing the school 

management team of a particular school as a case study to implement the 

required development appraisal system, and to 

• formulate recommendations for the school management team of the case 

study school to implement the required developmental appraisal system 

(DAS). 

1.3 RESEARCH METHOD 
The research methodology is based on a literature review and a qualitative approach by 

means of an intrinsic case study (De Vos et ai, 2005:272). The scope of the research 

was thus limited to the specific situation of a primary school within the Lichtenburg APO 

education region regarding the role of the school management team in implementing 

the required Developmental Appraisal System (DAS) in the mentioned school as a case 

Chapter 1: Orientation 
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study. The case study according to Leedy and Ormrod (2002:135), Henning (2004:32) 

and De Vos et al. (2005:272) is particularly suitable to study a "bounded" system or 

event in depth; hence a case study was selected as a research method for this specific 

investigation. A qualitative approach is selected to investigate the depth of the research 

theme in an open-ended manner to understand and describe the qualities, 

characteristics and properties of the phenomenon under investigation (Henning, 

2004:4). 

1.3.1 Literature review 
An extensive literature review formed the basis as theoretical underpinning for this 

research to realise the stated research aims. The nature of the data involved primary 

and secondary literature sources as well as related documentation from the Department 

of Education. Different databases, e.g. NEXUS, EBSCOhost (Academic search 

premier), ScienceDirect and SABINET- online were utilised for the purpose of a 

literature study. The literature search was conducted in cooperation with the academic 

library assistance from the Ferdinand Postma Library of the North-West University. 

The following key words are applicable: management, integration, school, education, 

teaching, performance, growth, development, appraisal, improvement, evaluation, 

quality, effectives, implementation, school management team and policy. 

1.3.2 Case study 

A case study was conducted with a specific primary school as a "bounded" case or 

system to (cf. research aims 2, 3 & 4): 

• establish the view of the members from the school management team 

about their role to implement a developmental appraisal system (DAS), 

• identify the specific challenges that face the school management team 

with regard to the implementation of a developmental appraisal system 

(DAS), and to 

• determine guidelines from practice for the implementation of a 

developmental appraisal system (DAS). 

Chapter 1: Orientation 
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The research method of the intrinsic case study was specifically selected as it allows an 

opportunity to describe and gain an understanding of a particular event or case (De Vos 

et a/., 2005:265). The purpose was not to understand the broad educational issues with 

reference to the implementation of the developmental appraisal system (DAS), but to 

focus the research on the specific and theme-related situation of the selected primary 

school as a case study. 

1.3.3 Study population 

The members of the school management team as well as the staff members of the 

selected school were regarded as the study population for the case study in this 

research. A sample of teachers of the staff complement was selected for participation 

in the focus group discussion. 

1.3.4 Research techniques 

Interviews and focus group discussions were selected as research techniques for data 

collection. 

1.3.4.1 Interviews 
Semi-structured interviews were conducted with the members of the school 

management team. The researcher was able to explore particular interesting avenues 

that emerge during the interview and the participants were able to provide a fuller 

picture of experiences and opinions (Mouton, 2002:105). The interviews were recorded 

by field notes as well as audio recording. A research assistant was used for the 

purpose to allow the researcher to focus on the interview proceeding. 

1.3.4.2 Focus group discussions 
A focus group discussion is a carefully planned research technique that collects data 

through group interaction on a topic determined by the researcher (De Vos et ai, 

2005:300). A selection of staff members of the selected primary school was targeted 

according to a purposeful sample technique to partake in the focus group discussion as 

a supplementary source of data to realise the research aims. De Vos et a/. (2005:301) 

regard focus groups as a powerful means to expose reality and complex behaviour. 

Chapter 1: Orientation 
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1.3.4.3 Coding of data 
Responses to the semi-structured questions was analysed by means of the following 

research procedures: recording, transcription, analysis, interpretation, categorising 

pattern formation, deduction and conclusion. 

1.4 DIVISION OF CHAPTERS 
The following chapters are proposed as an outline for the research study: 

Chapter 1 

Chapter 2 

Chapter 3 

Chapter 4 

Chapter 5 

Chapter 6 

Orientation 

The Development Appraisal System in education 

The role of the school management team in implementing the 

Developmental Appraisal System 

Research design and methodology 

Data analysis 

Summary, findings and recommendations 

Chapter 1: Orientation 
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CHAPTER 2 
THE DEVELOPMENT APPRAISAL SYSTEM IN EDUCATION 

2.1 INTRODUCTION 
Schools became sites of struggle against the apartheid system during the 1980's and 
teacher unions joined them during the 1990's. As the battle in education against apartheid 
escalated, schools became "no go areas" for the so-called circuit inspectors and subject 
advisers. The mindset of teachers during that particular era viewed departmental officials 
as faultfinders (inspectors) and not developers or professional advisors. 

Mpolweni (1998:55) asserts that in 1991, the unions embarked on a national defiance 
campaign against the existing inspection systems, which resulted in the setting up of the 
National Teacher Appraisal Project in 1995. This appraisal project produced a new 
appraisal instrument for all teachers including inspectors and subject advisors. The 
National Education Policy Initiative (1992:2) describes the previous evaluation practices of 
teachers largely as negative and non-developmental in nature. A new approach to and 
implementation of an appraisal system in education was consequently introduced to 
enhance the professional development and competency of teachers with an ultimate aim to 
improve the quality of education in South Africa. 

The new approach to appraisal stipulates that all aspects of the appraisal process should 

be clearly outlined (National Handbook for Educators, 2003). However, the complex 

procedures for teachers who are suppose to conduct the evaluation are not clearly 

outlined. A further attribute of the appraisal system as an integral feature of the 

educational scene is that it has changed from being an evaluative process to be more of a 

teacher developmental process. Quality requires, in essence, a strong foundation of 

competency which implies that quality in education can be achieved when teachers are 

adequately trained to perform their professional duties (Bartlett, 2000:3). 

With the preceding information as background, this chapter sets out to describe the 

Integrated Quality Management System (IQMS) and its three integrated components, 

namely: the developmental appraisal system (DAS), Performance Measures (PM) and 
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Whole School Evaluation (WSE). The focus of this research is, however, on the 

implementation of DAS in a particular school as one of the components of the IQMS by the 

school management team (SMT). Key aspects and issues with respect to the 

developmental appraisal system were identified and discussed in the research study. 

2.2 CONCEPT CLARIFICATION 
The clarification of certain concepts that were related to the research topic is important, to 

ensure a common understanding and to serve as points of departure and references for 

related and further discussions. A matter that needs clarification is the use of the term 

teacher or educator because different sources use different terms. For the purpose of this 

research report, the term teacher is used because the focus of the research is on the 

appraisal of the teacher in the classroom and does not include office-based educators at 

district, regional and provincial levels. According to National Education Policy act no. 27: 

(1996) and the Collins Dictionary (2005), the term teacher is described as "a person whose 

job is to teach others, especially children" and, therefore, the term teacher will be used in 

the context of this research report. The following terminology was included for clarification 

because of its relevance to the research topic: appraisal, evaluation, performance appraisal 

and performance management. 

2.2.1 Appraisal 
Goddard and Emerson (1995:11) refer to appraisal as a continuous and systematic 
process intended to help individuals with their professional development and career 
planning. In an education context, appraisal also helps to ensure that in-service training 
and the professional development of teachers match the needs of teachers and that of the 
schools (Goddard & Emerson, 1995:11). Whitaker (1998:107) is of the opinion that 
appraisal has the potential to be a highly powerful aid to personal and professional 
development. The above-mentioned authors share the same viewpoints that appraisal are 
regarded as a process, suitable for the professional development and career planning of 
staff members through collegial interaction, to enhance the quality of teaching and learning. 

Chapter 2: The developmental appraisal system in education 



10 

2.2.2 Evaluation 
Leask and Terrell (1997:169) explain the term evaluation as a generic term to describe any 

activity where the quality of provision is the subject of systematic measurement. 

Evaluation undertaken was to provide information on which professional judgements made. 

Measurement and judgement are the key aspects related to evaluation. 

It is clear from the above descriptions that there is a semantic differentiation between the 
concepts of appraisal and evaluation. Appraisal encompasses a continuous and 
systematic process with a clear purpose of professional and career development. 
Evaluation, on the other hand, points to some kind of measurement for coming to some 
kind of judgement of quality and other aspects. It can thus be concluded that appraisal is 
in essence developmental of nature, while evaluation is judgemental of nature. 

2.2.3 Performance appraisal 
Grobler, Warmish, Carrel, Elbert and Hatfield (2002:260) define performance appraisal as 

"an on-going process of evaluating and managing both the behaviour and outcomes in the 

workplace." Byars and Rue (1994:288) define performance appraisal as a process that 

involves determining and communicating to an employee how they perform on the job and 

establish a clear plan for improvement. Lathom and Wexley (1994:6), point out that 

performance appraisal is the fundamental requirement for improving the productivity of the 

school's human resources and to embrace the positive aspects of accountability and 

outcomes behaviour of teachers. 

Performance appraisal is thus a process of systematically evaluating performance and 
providing feedback on which performance adjustments are made according to an agreed 
plan or strategy. Properly conducted performance appraisal does not only indicate the 
level of employee performance, but it also influences the future level of effort and task 
direction. 

According to Byars and Rue (1994:287) performance refers to the degree of 

accomplishment of the tasks that make up an employee's job. It reflects how well an 

employee fulfils the requirements of a job. Performance is the net effect of an employee's 
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effort as modified by an individual's abilities and role (or task) perceptions. Performance is 

thus the interrelationship between effort, abilities and role perceptions. 

It is clear from the above definitions that performance appraisal is a continuous process for 
improving the productivity and provides feedback for adjustment. Performance appraisal is 
in summary a process to enhance productivity through mutual interaction, while 
performance is regarded as an effort to complete a task for the sake of obtaining certain 
results. 

2.2.4 Performance management 
Grobler, Warmish, Carrel, Elbert and Hartfield (2002:4) maintain that performance 

management is a broader term than performance appraisal, emphasising the use of all 

management aspects, including performance appraisal. Performance management plays 

a vital role in helping the organisation to achieve its goals by providing a link between 

strategic planning and performance appraisal. 

Performance management is described as those actions that are part of a systematic 
process to manage the performance of human resources according to an agreed 
framework of planned goals, objectives and standards as a way of motivating employees to 
achieve their potential in line with the organisation's objectives (Poster, & Poster, 
1993:151). 

Educational management is a specific type of work in education, which comprises of 

regulative actions executed by a person or body in a position of authority in a specific field 

or area of regulation to allow formative education to take place (Employment of Educators 

Act 76 of 1998). 

Management is working with human, financial and physical resources to achieve 

organizational objectives by performing the planning, organizing, leading, controlling 

functions and coordinating, as the success of any organization depends on the 

effectiveness and efficiency of its management (Meggison 1991:13 & Surridge, 2002:17). 
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The above-described concepts served as references and as basis for the use of 

terminology in the advancement and development of this research report. The next section 

deals with the Integrated Quality Management System for schools. 

2.3 THE INTEGRATED QUALITY MANAGEMENT SYSTEM (IQMS) 
The main objective of the Department of Education is to ensure quality public education for 

all and constantly improve the quality of learning and teaching. To achieve this ideal, the 

educational fraternity is accountable to the wider community in South Africa. Successful 

educational outcomes depend amongst other things upon empowering, motivating and 

training teachers. Performance management seeks to monitor and support these 

processes (Department of Education, 2004:3). The evaluation of practices is essential to 

improve the standard of the education profession and therefore, the Department of 

Education introduced a policy document, the Integrated Quality Management System 

(IQMS) to plan and align all quality management initiatives in a coherent way in schools to 

avoid duplication and the increase in workload (Department of Education, 2004:3, 4). The 

next section describes the background, purpose and fundamental basis of the IQMS. 

2.3.1 Background 
The chapter began with an introduction of the background on the challenges for the 

professional development for teachers. It is a natural part of the working life of teachers to 

appraise themselves and each other on a continual base, to measure their performance 

and potential and to ensure quality teaching and learning (Hancock & Settle, 1990:1). 

Since the mid-1980, in-service education and training (INSET) as professional 
development has been part of the education landscape in South Africa. The main objective 
of this professional development initiative is to ensure quality public education for all and to 
improve the quality of learning and teaching. Quality management seeks to monitor and 
support these processes (Department of Education, 2004:3). 

Mpolweni (1998:55) asserts that at first, departmental officials inspected teachers, and 

never gave any feedback on the teachers' performance. The author (Mpolweni, 1998:55) 
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states that teachers are likely to appraise themselves and their colleagues in the education 

profession on a continual basis. This requirement makes it possible for teachers to 

constantly manage and monitor their performance. 

As a means of evaluation, the Integrated Quality Management System (IQMS) is 

collectively agreed, upon by all stakeholders in education as a collective agreement 

(National Handbook for Educators, 2003:1). The IQMS consists of three interrelated 

systems, which aim to enhance and monitor performance within the education system. 

The different systems of the IQMS are as follows (Department of Education, 2004:3): 

• Development Appraisal system (DAS) 

• Performance Measurement (PM) 

• Whole School Evaluation (WSE) 

Each of these systems has a distinctive focus and purpose that is implemented without 

contradiction between any of the sections. 

2.3.2 Characteristics of the Integrated Quality Management System (IQMS) 
The following characteristics of the Integrated Quality Management System (IQMS) are 

applicable as a model for implementation according to the Department of Education 

(2004:4, 5): 

• The interrelated systems of Developmental Appraisal and Performance 

Measurement inform and strengthen one another without duplication of 

structures and procedures. 

• Developmental Appraisal and Performance Measurement linked, to an annual 

cycle that should be completed within a calendar year. 

• Developmental Appraisal and Performance Measurement inform, support and 

strengthen the Whole School Evaluation system, which implies that the 

particular purposes of the systems will remain intact. 

• Supporting human resource structures needed in schools are: 
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- The school management team (SMT) whose function is to ensure that the 

school operates efficiently and effectively. 

- The Staff development team (SDT) who plans, oversees, coordinates and 

monitors all quality management processes and 

- the Development support group (DSG) that consists of a senior teacher and 

one teacher with the main function to mentor and support to the teacher. 

• Two developmental cycles during the second and third term are conducted 

within an annual programme. The first term is used for planning and the first 

evaluation of teachers (baseline evaluation), while the fourth term is reserved 

for summative evaluations and the completion of Whole School Evaluation 

initiative. 

• Whole School Evaluation (WSE) includes additional focus areas like basic 

functionality, governance and relationships, school safety, security and 

discipline, school infrastructure, parents and the community. 

The above mentioned characteristics of the Integrated Quality Management System 
(IQMS) serve as guidelines for school management to implement a systematic and uniform 
management system to ensure quality teaching and learning in South African schools. The 
Integrated Quality Management System policy provides guidelines for management 
structures to implement steer and oversee the various initiatives. The guidelines also 
describe the relationships and interaction between the different task groups to avoid 
unnecessary duplication and to advocate accountability. The focus is notably aim at the 
provision of support and guidance to colleagues within the education profession. 

2.3.3 Purpose 
The purpose of each of the three integrated systems of the Integrated Quality Management 
System (IQMS) is summarised in table 2.1 (Department of Education, 2004:3). 
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Table 2.1: The purpose of the IQMS 
Developmental Appraisal 

System (DAS) 
Performance 

Measurement (PM) 
Whole School Evaluation 

(WSE) 

To appraise an individual 

teacher in a transparent 

manner, with a view to 

determining areas of 

strengths, weaknesses 

and to draw up a 

programmes for individual 

professional development. 

To evaluate individual 

educators for salary 

progression, grade 

progression, 

affirmation of 

appointments, rewards 

and incentives. 

To evaluate the overall 

effectiveness of a school 

- including the support 

provided by the District, 

school management, 

infra-structures, as well 

as the quality of teaching 

and learning. 

It is clear that these three integrated management systems address one main objective, 
namely professional development of teachers at all levels to improve overall teaching and 
learning. The personnel, infrastructure and clients in education (i.e. learners and their 
parents) should be developed in a planned and systemic manner. The IQMS aims as a 
policy document in education to provide in this particular need. 

2.3.4 Whole school evaluation (WSE) 
In an attempt to improve the professional development of teachers in schools (especially in 

previously disadvantaged schools), the Minister of Education called for a conference of 

academic and education practitioners in 1996 to discuss what is termed Whole School 

Evaluation (WSE). The conference was held with the postulation that there was no 

national standard and monitoring system of South African schools. The introduction of the 

Whole School Evaluation System intended to initiate a paradigm shift in schools from an 

approach of inspection to that of quality assurance (DoE, 2006:17). The main objective of 

Whole School Evaluation (WSE) was to maintain and control school standards, evaluate 

performance and advise and support teachers in their efforts to improve and develop the 

core function of schools, namely teaching and learning. The involvement of the school 

management team with regard to whole school evaluation must focus on the following 

areas (DoE, 2006:17): 
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• The basic functionality of the whole school 

• Leadership, management and communication 

• Governance and leadership 

• Quality of teaching and teacher development 

• Curriculum provision and resources 

• Learner achievement 

• School safety, security and discipline 

• School infrastructure and 

• parental and community involvement. 

The ultimate aim of Whole School Evaluation as part of the Integrated Management 

System is to develop the school optimally to reach its intended vision and objectives. 

2.3.5 Underpinning beliefs 
The thinking underpinning the Integrated Quality Management System (IQMS) is based 
upon the fundamental belief that the IQMS intends to achieve the (National Handbook for 
Educators, 2003:4) 

• determination of professional competence 

• assessment of strengths 

• identification of areas for development 

• provision of support and opportunities for development to assure continuous 
growth 

• promotion of accountability, and the 

• monitoring of the institution's overall effectiveness. 

It is evident from the above-stated fundamental beliefs that school management should 

make teachers aware of the purpose of the IQMS which focuses on professional 

development without a judgemental nature or approach. 
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2.3.6 Summary 
The Integrated Quality Management System (IQMS) as a policy directive of the 

Department of Education aims to ensure quality education for all in South Africa and strive 

to improve the quality of teaching and learning on a continuous basis. The IQMS contains 

three interdependent sections, namely the developmental appraisal system (DAS), 

Performance Measures (PM) and Whole School Evaluation (WSE). Each of these systems 

has a distinctive focus and purpose that are implemented without any contradiction 

between any of the sections. It can be concluded that the IQMS provides a uniformed 

policy framework at national level for the implementation and management of a quality 

assurance mechanism in the education profession. Without an overarching plan of action 

as directive, the successful implementation and ultimate outcome of any national initiative 

is at risk to fail. The Integrated Quality Management System (IQMS) is viewed as a 

legitimate attempt of the Department of Education to address a long awaited need in 

education, which is to intervene in the provision of quality education in South Africa. 

The success of implementation in practice is however not to be found in policy documents 

alone. The Integrated Quality Management System documents are to be accepted and 

internalised by teachers and school managers to assure its successful implementation at 

school level. The first step to develop and avail a well-planned, systematic and uniform 

management system for teachers is nevertheless viewed as a first step for successful 

implementation. 

Although the appraisal of teachers forms a major part of the Integrated Quality 
Management System (IQMS), the management system does not has a focus restricted to 
appraisal alone, but includes additional developmental areas in education like basic 
functionality, governance and relationships, school safety, security and discipline, school 
infrastructure and the involvement of parents and community. 

The previous exposition of the IQMS made it possible to proceed with a focus on appraisal 

as part of the developmental system. 
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2.4 APPRAISAL AS PROFESSIONAL DEVELOPMENT 
The context of appraisal in education is that it is a vital part of the developmental appraisal 
system (DAS), which, in turn, is an integral part of the Integrated Quality Management 
System (IQMS) and based on the fundamental principles of life-long learning and 
development to improve the quality of teaching and learning (cf. par. 2.3.3). 

In 1986, the professional education associations and the Department of Education as 
employer reached agreement on the basic principles underlying an appraisal system. The 
Advisory Conciliation and Arbitration Services (ACAS, 1986:2, 3) viewed appraisal in 
education as: 

• A positive process, intended to raise the quality of education in schools by 

providing teachers with enhanced job satisfaction, more appropriate in-service 

training and improved career development. 

• A continuous and systematic process, intended to help teachers with their own 

professional development and career planning, and a means of ensuring that 

the in-service training and deployment of teachers matches the complementary 

needs of individual teachers and schools. 

According to Jones and Mathias (1995:3), the most widely accepted view is that the crucial 
purpose of appraisal in any organization is a formative one. In other words, it should be 
concerned with the professional development and personal fulfilment of colleagues, which 
in turn leads to an improvement in professional performance. Appraisal was perceived in 
the 80's as part of a general move towards greater accountability within the education 
services after the list of teachers' responsibilities had been finalised. Teacher associations 
and unions then accepted appraisal as a means of professional development and not as an 
instrument that only measured and judged performance in a negative manner. The 
emphasis was on the need for a process that was more positive and developmental in 
nature (Jones & Mathias, 1995:4). 

Appraisal, as part of DAS aims to involve the participants in education to think about the 

key issues related to the appraisal process. The aim of DAS is to facilitate the personal 
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and professional development of teachers in order to improve the quality of teaching 

practice and education management and base on the fundamental principle of Life-long 

learning and development. This implies that one has to prioritise areas for development 

and growth throughout one's career in education. According to Fletcher (2004:3), the 

implementation of DAS can be highly effective in generating positive attitudes, foster 

commitment and impact on organisational performance. 

The main objective of appraisal, as evidenced in the evaluation forms used in schools, 
involves actions like monitoring, surveillance and development (Department of Education, 
2003:4). Appraisal intervention is base on checklists with predefined criteria that serve as 
indicators for effective teaching performance. In spite of these predefined, criterion-based 
evaluation forms, the misuse and procedural limitations are still common in practice 
according to the Education Policy Unit (EPU) (1993:6). In order to eliminate or to minimise 
misinterpretations and the misuse of the appraisal system, it is important to understand the 
context of the appraisal as part of a process. The following paragraphs explain the concept 
of appraisal in some related contexts. 

2.4.1 Teacher appraisal 

Teacher appraisal link to the School Improvement Plan (SIP) and seen as an appropriated 

way of improving issues in education like responsibility and performance and for 

assessment of classroom practice with a view to "weeding out" poor performing teachers 

(Wragg et a/., 1996:118). Thus, a greater role was to perceive for the school management 

team (SMT) to implement and monitor the appraisal process. Goddard and Emerson 

(1995:11) define teacher appraisal as a continuous and systematic process to support 

teachers with integration, professional development and career planning. According to the 

above-mentioned authors (Goddard & Emerson, 1995:11), the appraisal process also 

ensures that in-service training and the deployment of teachers match the needs of 

teachers and schools. 

Teacher appraisal is regarded as an intervention process that aims to benefit both the 
individual and the school in pursuit of quality education. According to Poster and Poster 
(1993:2) appraisal is seen as one of a number of mechanisms and techniques for 
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improving the professionalism of teachers. In other words, the process of appraisal assists 

to harness the unique talents of teachers and coordinates their activities towards the 

achievement of the school's objectives by a planned, systematic and uniformed process. 

The Employment of Educators Act no. 84 (1998) views teacher appraisal as a natural and 

essential staff development process. Teachers need to be supported carefully and 

sensitively in a professional manner to remedy weaknesses as well as the recognition and 

encouragement of their strengths. All stakeholders need to have confidence in the fairness 

and consistency of the appraisal process. It is stated by different authors (Goddard & 

Emerson, 1995:11 and Poster & Poster, 1993:2) that appraisal involves many tasks and it 

should not be seen as "weeding out" poor performance as it was mentioned earlier by 

Wragg et a/,. With the preceding in mind, the appraisal system should be sight as 

instrumental to realise the professional aspirations of teachers and the key for professional 

development and job satisfaction. Pitfalls must however be avoided by the visionary 

management practices by school management. 

It is prescribed that the appraisal process should consist of two cycles per year which 

include amongst other things the observation of teaching activities and an appraisal 

interview with agreed-upon criteria statements and targets (Poster & Poster, 1993:20). 

Each appraisal cycle concluded with a review meeting about the process, a discussion of 

results and the planning for future alignment. In coherence with the purpose of a 

developmental appraisal system (cf. par. 2.3.1), appraisal intervention should be seen as a 

vehicle for personal professional development and as a means to increase the 

effectiveness of the monitoring function of the school management team in a 

developmental manner. Teacher appraisal can thus be described as a process that 

enables the professional development of teachers in order to improve the quality of 

education. 

2.4.2 Performance appraisal 
Poster and Poster (1993:1) in their description of appraisal in schools state that appraisal 

means the promotion of the school's ability to accomplish its mission by the use of 

appraisal related techniques and procedures and at the same time seeking to enhance 
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teachers' satisfaction and professional development. Byars and Rue (1994:288) define 

performance appraisal as a process that involves determining and communicating to a 

teacher how he or she is performing within the school. A plan of development is 

established for improvement according to the level of performance. This description 

advocates that performance appraisal does not only indicate the level of teacher 

performance, but also impact on the future level of effort, orientation and task direction. It 

can be concluded that performance appraisal is therefore a process of systematic 

evaluation of job performance and the provision of feedback on which performance 

adjustments are applicable. 

Performance is regarded as the net effect of a teacher's effort as modified by abilities and 

role (or task) perceptions. The process also involves the provision of feedback and all 

relevant information for changes in future performance. According to Byars and Rue, 

(1994:6) performance refers to the degree of accomplishment of the tasks that make up an 

employee's job. In an educational context, this reflects on how well teachers focus on 

performance as the accomplishment of professional tasks in the school to fulfil the 

requirements of the profession. 

Performance appraisal focuses on the setting of achievable and often relative short-term 
goals (Dean, 2002:26). For the successful implementation of a process of performance 
appraisal, it is important to ensure that feedback on task clarification is consistent with that 
of the understanding of the teacher and the requirements of the school. Training needs 
should be identified as an outcome of performance appraisal that addresses shortcomings 
in performance or the promotion of potentialities for higher levels of endeavour and 
professionalism (Poster & Poster, 1993:1). 

Performance appraisal should be viewed in conclusion, as one of those processes in 

schools, which aim at enhancing productivity through mutual and professional interaction 

between the school management and the teachers. The feedback after the developmental 

appraisal process is vital in informing all stakeholders involved in the school about what 

ought to be done in order to pave the way forward. Teachers are therefore urged to 
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understand the purpose of the developmental appraisal system in order for the process to 

be effective. 

Performance appraisal should also benefit the school by increasing the level of self-esteem 
and job satisfaction of the staff, making a link between individual teachers, departmental 
and school aims. The school management team should carry on assisting teachers to 
become aware of factors affecting career development and identify new areas for 
challenge. 

Elliott (1999: 47) proposes that "the role" of the manager is to share a vision of the future 
direction with the staff, steer the organisation, negotiate and seek balance for the needs of 
different teachers in order to shape the school culture and to stay within the budget. The 
implementation of performance appraisal in a school should be supportive to teachers in all 
respective manners in order for teachers to be responsible in conveying their duties (Elliott, 
1999:47). 

2.4.3 Performance management 
According to Reeves, Forde, O'Brien, Smith, and Tomlinson (2002:3) performance 
management in education is perceived as a set of practices implemented by managers 
with an aim of influencing the behaviours and outcomes achieved by individuals in a 
school. It means that performance management plays a vital role in helping the school to 
achieve its goals by providing an important link between strategic planning and 
performance appraisal. However, Armstrong and Baron (1998:7) view performance as a 
strategic and integrated approach to deliver sustained success to schools by improving the 
performance of teachers and developing their capability. The teachers' performance is 
regarded as a key strategy to bring change in schools for quality education. These aims 
and intentions are part of the role of the school managers to see to it that teachers and 
schools do perform well. 

Performance management is described as the actions of a systematic process to manage 
the performance of human resources according to an agreed framework of planned goals, 
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objectives and standards, as a way of motivating employees to achieve their potential in 

line with the organisation's objectives (Poster & Poster, 1993:151). 

In conclusion, performance management cannot be separated from developmental 

appraisal. Effective teaching and learning depend on the successful performance duties of 

teachers in which teachers must be motivated to enjoy doing their work. Therefore, school 

management teams has a vital role to provide exemplary leadership in this regard. 

Once teachers understand the appraisal process and the instrument by which their 

performance is gauged, they will positively identify with the process's developmental 

principles and rewards. The teachers' professional competency is also expected to 

increase at all levels within the school. 

2.4.4 Appraisal and school management 
According to Goddard and Emerson, (1995:4), teachers should reflect on their results in 
order for them to align future strategies for the improvement of teaching and learning in 
their respective schools. The need for continuous improvement of teaching and learning 
also implies a need for school managers to support and appraise teachers to carry out their 
tasks effectively. The process of appraisal will benefit the school by increasing the level of 
self-esteem and job satisfaction of the staff. These will bring together teachers and 
management in the school to achieve their aims. Mo, et al, (1998:2) assert that a planned 
and carefully implemented appraisal system can affect teachers' effectiveness and 
therefore, school managers need to support the teachers to have a positive effect on their 
teaching commitment. 

Elliott (1999:47) suggests that the role of the school management team in relation to the 
implementation of performance appraisal involves amongst other aspects the following: 

• the sharing of a future vision for direction to the teacher 

• the steering and regulating of school activities 

• negotiation 

• seeking to balance the needs of different stakeholders 
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• maintaining and contributing to the school culture and 

• acting within the budget. 

In summary, the school management team should understand their position and should 

demonstrate a vision to achieve the school's objectives. Such an approach from 

management will lead to the proper implementation of performance appraisal in a school. 

It is also essential that both the teacher and the SMT communicate on a regular basis and 

come up with a common understanding of the needs of individuals. 

In addition to Elliott's (1999:47) view of the role for school managers with regard to the 
implementation of DAS in a school, the SMT's should support teachers in all respective 
manners to be responsible and accountable in carrying out their professional duties. 

According to Macbeath and Myers (1999:6), there is a need for understanding the context 

of democracy in schools. According to the mentioned authors, (Elliott, 1999:47, Macbeath 

& Myers, 1999:6 and Mo, et al, 1998:2) a school leader needs to account for the school 

and the staff to grow and to develop to their fullest potential. Macbeath and Myers (1999:6) 

pose two essential qualifications in this regard. Firstly, the manager can never absolve 

him/herself at any stage from the responsibility of leadership. Secondly, democracy has to 

be understood in relation to accountability, implicating that the decision making process 

needs to be seen in a wider sense of democracy that includes the parents, learners and 

the school community at large. 

The various elements of the appraisal system in education have been professionally 
designed in such a way that each teacher regards the implementation of the system as a 
measure and the education department can determine the level or standard of education in 
South Africa. Fletcher (2004:3) is of the opinion that a planned implementation of an 
appraisal process can be highly effective in generating positively attitudes that can foster 
commitment and impact positive with regard to school performance. The role of the school 
management team will be described at lengthy in chapter 3 of the research report. 
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2.4.5 Summary 
This section of chapter two described the implementation of the appraisal system in 
education which is regarded as an essential part of the developmental appraisal system 
that forms part of the Integrated Quality Management System as policy document of the 
Department of Education in South Africa. As such, the appraisal system is not an option or 
some kind of procedure to ignore. The appraisal system is part of a national initiative and 
directive to address the professional development of teachers and to improve the quality of 
teaching and learning in the South African education system. 

The approach to appraisal in education is to harness the unique talent and potential of 
each teacher by means of a continuous and systematic appraisal process, to support 
teachers with integration, professional development and career planning. Teacher 
appraisal is additionally regarded as an intervention process, which aims to benefit both the 
individual and the school in pursuit of quality education. It is imperative that all 
stakeholders need to have confidence in the fairness and consistency of the appraisal 
process, to ensure the successful implementation of this initiative. Experience from 
practice indicates that the biggest challenge lies within the sphere of acceptance, 
cooperation and support among the teachers themselves for the successful implementation 
and management of the appraisal system. 

The assistance and leadership from the school management team plays an important role 
for the successful implementation of the developmental appraisal system in schools. The 
aspects about the school management team will be dealt with in chapter 3 of the research 
report. 

2.5 THE PURPOSE OF APPRAISAL 
According to Jones and Mathias (1995:3) the most widely accepted view is that the central 

purpose of appraisal in schools is of a formative nature. The formative nature implies that 

appraisal is concerned with the continuous professional development and personal 

fulfilment of teachers, which in turn, leads to an improvement in professional performance. 

Appraisal is part of a general move towards greater accountability within the education 
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services after the list of teachers' responsibilities has been finalised. Mpolweni (1998:55) 

maintains that trade unions welcomed appraisal as a means of professional development 

and not as an instrument that only measures and judges teachers' performance in a 

negative manner. The emphasis of the appraisal system was on the need for a process 

that contributed positively to the professional development of teachers. 

Glen (1990:2) offers an extended purpose of appraisal by declaring that appraisal among 

other things, measures progress, differentiates between levels of performance, pinpoints 

training needs, validates rewards and identifies promotable teachers. Appraisal may serve 

several purposes within a particular school context, but Mo, Corners and McComick 

(1998:23) emphasise the importance of purpose by arguing that if an appraisal system 

does not have a clear purpose it is deemed as a meaningless exercise. 

Teachers have to measure their effectiveness against agreed upon criteria to contribute 

towards the success of the school. Appraisal plays an important role in the success of 

schools as Taylor (1998:10) notes that the appraisal process incorporates effective 

communication to the teacher of what exactly is required and expected. The purpose of 

the appraisal system has to provide a framework for the appraisal process on how teachers 

do their work. 

Mo et a\. (1998:2) emphasize that, for appraisal to be effectively implemented in schools, it 
has to be treated as an ongoing cooperative intervention between school managers and 
teachers, to share responsibility and agree on goals to be achieved. The mentioned 
perspective also reflects the focus of appraisal, which is concerned with matters of 
professional and career development and involves to the core of the teacher's attitude 
(Bollington, Hopkins & West, 1990:4). Appraisal is one way in which to review the 
performance and potential of teachers and to point out that it is an effective appraisal 
system that offers a number of potential benefits to both the individual and the school 
(Mullins, 1996:63) such as: 

• The identification of individuals' strengths and weaknesses and indicate of how 

such strengths may be utilized to overcome identified weaknesses. 
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• Help to reveal problems that may restrict progress and cause inefficient work 

practices. 

• Develop a greater degree of consistency through regular feedback on 

performance and discussions about potential that encourages better 

performance from staff. 

• Provides information for human resource planning to assist succession 

planning, determine suitability for promotion and for particular types of 

employment and training. 

• Improve communication by giving staff the opportunity to talk about their ideas 

and expectations and how well they progress and 

• Enhance the quality of work for teachers by increasing a mutual understanding 

between managers and their staff. 

The above-mentioned concepts assert that teachers can utilise their strengths to overcome 
any existing appraisal stigmas. The purpose of appraisal ensures opportunities to share 
ideas and to improve a mutual understanding for quality work. Monyatsi (2003:25) 
contends that it is imperative that teachers' skills are continuously sharpened by means of 
capacity building processes that aim to prepare them for quality performance in their work. 
Monyatsi (2003:25) further recommends that school managers need to be updated, from 
time to time, on how to transform appraisal practices in support of teacher development. 
Innovation of appraisal practices should prevent a perception and experience of appraisal 
as a boring routine exercise where teachers will be doing the same thing repeatedly 
without any substantial outcomes. A major challenge is however, according to Goddard 
and Emerson (1995:10), the occurrence of an irreconcilable tension between an appraisal 
system based on accountability, and appraisal as a professional development initiative that 
is not trusted by teachers. 

Appraisal can, among a number of initiative designs have the potential to improve the 
quality of education. Appraisal viewed in the sense as a professional intervention initiative 
that shares information to evade divergence and enhance effectiveness. This means that 
appraisal, in one way or the other, be perceived as an instrument that measures the 
progress of the teachers and the school as a whole. Taylor (1998:10) remarks that 
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appraisal involved specific actions to let teachers know what was required and expected of 

them, by assessing their work, reviewing practices, setting goals with teachers on a regular 

basis and keeping teachers informed of what follows. 

The school management team and training providers have to consider the history of the 
development of the teacher's appraisal system. As main role players to implement the 
developmental appraisal system, they should continuously explain to the teachers how the 
process has evolved and how the desire for accountability and standardisation of 
professional teacher performance has taken precedence over the evaluation of the 
individual in a negative and judgemental manner. For this reason, a clear statement of the 
aims of the appraisal system is of importance. 

2.5.1 The aims of appraisal 
Robbins (2000:485, 486) and Seyfarth (1996:150) identify the following aims of appraisal: 

• to facilitate the personal and professional development of teachers in order to 
improve the quality of the teaching practice and education management 

• to form the basis of a training and development strategy 

• to provide already qualified teachers with the knowledge and expertise to 

expand their teaching competencies within the profession 

• to be utilised in making human resource decisions such as promotions, 

transfers and terminations 

• to identify training and developmental needs 

• to provide regular feedback to teachers about their performance 

• to decide on reward allocations and 

• to be used as criteria for validating selection and developmental programmes. 

The above stated aims of appraisal reveal that some performance standards are more 
judgemental, while others are developmental in nature. It is obvious from some aims that 
appraisal and related results from appraisal have a wide-ranging impact on the 
professional life of a teacher. The aims provide indicators to teachers and school managers 
of what is expected from the appraisal process. 
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2.6 THE DEVELOPMENT APPRAISAL SYSTEM PROCESS 
According to Goddard and Emerson (1995:14) the relevant content that interests teachers 

during the appraisal process are matched against the opportunities and challenges within 

the school. Such a procedure will ensure that specific weaknesses and needs will be 

identified for teachers to assist each other with counselling, coaching and mentoring. 

The developmental appraisal system process consists of three phases for implementation 

namely: the preparation, evaluation and follow-up phases which are discussed and 

followed by the section on who, what, why, and how the evaluation should be carried out. 

2.6.1 The preparation phase 
Teachers trained by the staff development team (SDT) and school management team 
(SMT) are expected to clarify the performance standard to teachers in order for them to 
understand what is expected from them. There should also be a mutual understanding 
between teachers and the various appraisal task teams. The preparation phase includes 
an initial meeting that sets up the process and introduces a range of appraisal techniques 
(e.g. classroom observation) to gather data on teachers' performance. The preparation 
process ensures that teachers have all the necessary knowledge of what is required of 
them pertaining to their job description and play a part in making teachers accountable to 
parents in educating their children (Bells, 1992:126,127). 

Bollington et al (1990:11) identify stages as part of the preparation phase within the 

appraisal process. These are explained below: 

• The staff development team (SDT) and school management team (SMT) 

provide training as orientation with all the relevant information to the teachers 

who participate in the appraisal process (appraises). 

• Preparation for the initial meeting between the appraisers (peers and 

immediate seniors) and the appraisee (teacher). Thereafter the requirements, 

expectations and procedures be clarified to the teacher and be accepted by 

developmental support group in their meeting. 
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Self-appraisal require to be conducted according to the following criteria (Policy Handbook 

for teachers, 2002): 

• Appraisal actions should be done according to a planned appraisal schedule or 

programme which are underpinned by fair scoring. 

• Follow-up discussions must take place between each appraiser and appraisee 

where all scores of appraisal are finalised by means of consensus. Areas and 

needs for professional development are agreed upon during these discussions, 

and 

• a developmental programme or a support plan is prepared to develop and 

mentor the teacher with respect to the appraisees' professional developmental 

needs. 

It is evident from the above-listed aspects that there is progression from initial orientation to 
the compilation of an agreed upon development plan to ensure the professional 
improvement of teachers. It is also clear that the appraisal intervention takes place 
according to a well-planned and systematic process. 

2.6.2 The evaluation phase 

Once the preparation phase is completed, the actual evaluation phase commences. The 

term appraisal discussion, rather than appraisal interview (a term that denotes a 

hierarchical setting) is preferred. The successful conduct of an appraisal discussion should 

be clearly captured in the assertion of the following requirements and conditions (Bennett, 

1992:26 & Goddard and Emerson 1995:102): 

• On the basis of mutual and professional respect. 

• In an atmosphere where the appraiser can convey his or her genuine desire to 

understand and share the responsibility for the appraisee's unique and 

individual circumstances. 

• where the appraiser feels a positive, supportive and appreciative response 

from the appraise, and 
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• where the dialogue between the appraiser and appraisee is genuinely a two-

way communication process. 

The observance of the above-mentioned requirements for the conduct of a successful 

appraisal discussion has the potential for creating sufficient trust for the appraiser to 

disclose all related experiences, information and opinions. In addition to the above-

mentioned requirements, it also requires thorough planning by both appraiser and appraise 

for the conduct of a successful appraisal discussion. 

Dean (1992:189) as well as Goddard and Emerson (1995:103) concur that the appraisal 

discussion demands the application of a wide range of skills from both the appraisee and 

appraiser. Goddard and Emerson (1995:103) suggest that the discussion should take 

place in such a manner that it reinforces the mutual confidence and trust between the role 

players. These authors (Goddard & Emerson, 1995:103) identify the following skills 

needed for a successful appraisal discussion: 

• A positive approach contains praise for good performance and diplomatic and 

sensitive suggestions for any areas of unsatisfactory performance. 

• A starting point is necessary that focuses on the professional behaviour and 

what the appraise achieved. 

. A mindset for future development is more helpful to improve performance than 

an attitude that emphasises only past incidences. 

• The discussion is not to be approached as an opportunity to condemn. 

Nevertheless, it should identified where inadequate performance occurs and 

deals with it within the parameters of professional conduct as well as within the 

school's management system. 

• The appraisal discussion should be agreed upon in a fair manner that reflects 

professional and acceptable management practices between appraisers and 

appraises. 

The following sub sections elucidate some related issues concerning the evaluation of 

teachers as part of the developmental appraisal system. 
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2.6.3 Evaluation of teachers 
According to Hornby (1989:1), appraisal implies the act of evaluating the status of teacher. 

Therefore, evaluation of teachers is regarded as a system whereby staff appraisal feeds 

continuously into the school's internal management system to identify strengths and 

weaknesses. The Developmental appraisal system envisages that the teacher should 

become more accountable to the school management team (SMT). Knowledge of 

remedial initiatives is expected to be acquired to address particular weaknesses that would 

lead to the development of professional competency in education. Keitseng, (1999:24) 

concurs by stating that appraisal is the ability to evaluate the effectiveness of 

communication. 

Poster and Poster (1992:1) as well as Goddard and Emerson (1995:10) emphasise 
appraisal as part of a staff development model which focuses on the improvement of 
knowledge, skill, and attitudes associated with teaching and learning. Whitaker (1998:107) 
asserts that evaluation, as part of appraisal, is a powerful aid for personal and professional 
development. Trethowan (1991:181) underlines the importance of the professional 
development model when suggesting that appraisal is a relationship between managing 
and being managed. Evaluation, as part of the appraisal process, leads to day-to-day 
support for continuous teacher development. 

2.6.4 Evaluation aims 

Evaluation is part of the task of school management to develop the professional 

competency of teachers. The outcomes of evaluation interventions in education are 

valuable to determine the idiosyncratic needs of teachers. The outcomes of evaluation 

initiatives as part of the appraisal process should aim at the following aims and intentions 

for teachers (ACAS, 1986:2, 3): 

• The identification of teachers' in-service training (INSET) needs 

• The development of professional relationships within the school where 

teachers work 

• The promotion of consistency between teachers' aims to the school 
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• Enabling teachers to express views about their school with the expectation that 

their opinions will receive attention and consideration 

• Identification of personal potential for professional and career development 

• The identification of a need for assistance in any difficult performance that 
teachers may experience 

• Obtaining candid feedback of performance levels 

• Strengths should lead to the gaining of reassurance and motivation for the 
future 

• Promoting the development of the school as a whole 

• Improving the performance of learners in the school and 

• enabling teachers to develop their expertise. 

The above-listed aims for evaluation actions are consistent with those of the developmental 
appraisal system (cf. par. 2.5) and are indicative of the supportive and developmental 
nature. 

2.6.5 Who evaluate? 

Van der Westhuizen et al. (1996:266) identify the following persons to do performance 

evaluations in education: the subject head, the head of department (HOD), the deputy 

principal, the principal, the subject advisor and appointed departmental officials. Robbins 

(2000:488) argues that the traditional view of the immediate senior as the ideal person to 

evaluate teachers' performance is flawed because competent teachers can do the 

evaluation more effectively. Seyfarth (1996:160) also suggests self-evaluation and peer 

evaluation as appropriate alternatives for the evaluation of seniors. Robbins (2000:488) 

recommends a "360-degree evaluation approach" which means a revolutionary or circle 

approach that has the primary intention to pool the feedback gained from all the teachers 

that were evaluated in the school. 

In conclusion, the best possible option should be implemented to ensure that effective 

evaluation takes place by involving all the role players related to the school. However, 

constructive and comprehensive feedback on the performance of teachers is part of the 
final phase of appraisal and should not be neglected. 
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2.6.6 What to evaluate? 
Seyfarth (1996:152) and Robbins (2000:487, 488) are of the opinion that performance 

evaluation usually focuses on evaluating individual task outcomes, behaviours and 

characteristics or traits as distinct sets of criteria for evaluation. The core criteria applicable 

to evaluation serve as performance indicators to keep all role players involved in the 

evaluation process informed of what is expected and required. 

2.6.7 Why evaluate? 
Seyfarth (1996:149) is of the opinion that in many schools, teacher evaluation has little 

effect on teacher performance and therefore, teaches should carry out their work to meet 

the requirements of compulsory policies in education and state statutes. In such cases, 

evaluation initiatives do little that benefits the teachers, except to reinforce their scepticism 

of bureaucratic routine and to create an awareness of adding more to their already full 

workload. 

The above-described negative experience of teacher evaluation emphasises the correct 
implementation and positive approach to appraisal in the South African education system. 
Evaluation should be undertaken with its purpose in mind - to develop the professional 
competency of teachers and to assure quality learning and teaching in the teaching 
practice. 

2.6.8 How to evaluate? 
Evaluation should be done according to policy guidelines, purposes, aims and guiding 

principles as outlined in the IQMS (Department of Education, 2004:8-10). The protocol as 

a set of rules provides guidance in relation to "how" to appraise in the form of processes 

and procedures (Department of Education, 2004:8-10). The processes and procedures 

involved are summarised below: 

• Process A: Internal appraisals 
The principal, in cooperation with relevant departmental officials should finalise the 

required task groups to facilitate the appraisal programme. The principal, the 
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school management team, the staff development team, in consultation with all the 

staff members, should develop an implementation plan for the appraisal 

programme in the school. The implementation plan should clearly indicate who 

should be appraised, by whom and when. Completion of self-appraisal can be 

before any other appraisal intervention. 

• Process B: External evaluation for Whole School Evaluation 
Process B is about the external evaluation of the school programme by the Whole 
School Evaluation (WSE) team from the education authority. The notice to 
schools should be at least sending 4 weeks in advance of the forthcoming visit by 
the WSE team for the purpose of conduction the external evaluation. 

• Final report 
A report on the quality of the teaching and learning is the final step of an appraisal 

programme for future intervention, adjustment and development. 

Robbins (2000:491) asserts that the performance evaluation process is a potential 
minefield of problems. Some appraisers may utilise the appraisal process for their own 
benefit to manipulate teachers that are not like-minded and to disadvantage some teachers 
of whom they are keen. Improvement of performance appraisal initiatives can be a 
guarantee for accurate appraisals, only if the process is noteworthy, objective and fair to all 
teachers (Robbins, 2000:491). 

Considering evaluation as part of the appraisal process, different levels and different role 

players should play a part for it to be a success. A further discussion about who evaluates 

follows. 

2.6.8.1. Evaluation by seniors 
According to Nolan and Hoover (2004:256) seniors are faced with the daunting task of 

encouraging teachers to take risks, to experiment, and to reflect as part of an ongoing 

appraisal process. The teacher's immediate senior in accordance with the school's 

management plan, conducts the evaluation of teacher performance at school level. 
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Objections to this practice should be borne in mind, because immediate seniors may feel 

that they are unqualified to evaluate the unique contributions of each of their teachers 

(Nolan & Hoover, 2004:256,257). Additionally, given the context of the senior being 

distanced to some extent by a hierarchical structure or specific study field from their 

subordinates, the immediate senior may not be a reliable appraiser of the subordinates' 

performance. 

2.6.8.2 Evaluation by peers 
Peer evaluation as part of the appraisal process is one of the most reliable sources of 
obtaining appraisal data, because peers are close to the action where daily interactions 
provide them with a comprehensive view of a colleague's job performance. Teachers view 
peer evaluation system as more relaxed as they do not feel threatened as this allow space 
to tackle difficult aspects of their teaching situation (Wragg, Wikeley, Wragg & Haynes, 
1996:128). In addition is that the reason for a peer confident situation is the utilisation of a 
number of independent evaluations. Peer evaluation may suffer due to the unwillingness 
of some colleagues to appraise one another and may be biased based on friendship which 
will simply confirm each other's practices and result in mutual congratulation (Wragg er a/., 
1996:16). 

2.6.8.3 Self-evaluation 
According to Monyatsi (2003:270) teachers should be armed with knowledge and skills 

from the training process so that they can engage in self-evaluation. Hence, it is important 

for seniors to empower teachers before the actual process of appraisal starts and to inform 

teachers to understand exactly what is expected from them. The merit of self-evaluation 

(also referred to as self-appraisal) is widely acknowledged because of the following 

reasons (Robbins, 2000:488): 

• consistency with values such as self-management and self- empowerment 

• convenience for facilitating the teacher - senior appraisal discussion on job 

performance, and 

• the lessening of the teacher's defensiveness about the appraisal process. 
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However, self-appraisal suffers from over inflated assessments and self-serving bias. 
Seyfarth (1996:150) and Robbins (2000:488) have some reservations with regard to self-
appraisal, which often lacks agreement with the senior's assessments. As such, self-
appraisal is better suited for development of related uses rather than for evaluative 
purposes. Teachers should ultimately make their own decision to do things differently as 
self-appraisal is more important than analysis by others (Wragg ef a/., 1996:16). 

In summary, it is clear that the appraisal discussion is a sensitive issue that deals with 

personal aspects that it is also experienced on an emotional level. It is because of this 

personal and emotional connotation that requires a sensitive and positive approach in a 

relation that is characterised by trust, confidence and fairness. Conflict may affect the job 

satisfaction and performance of teachers involved. 

2.6.9 The follow-up phase 
The follow-up of the appraisal process encompasses a review of the appraisal process for 
the purpose of alignment to the next implementation. The level of achievement of the 
appraisal initiative becomes the baseline evaluation of the appraisal process for the next 
implementation (Department of Education, 2004:17). Reports, records and minutes serve 
as baseline documents for the planning of the implementation of the next appraisal cycle. 
It is therefore important to maintain an effective tracking and filing system of the whole 
appraisal process. 

The follow-up process looks backwards at what was done, how it was done and what were 

the results, as well as forward to what and how it should be done in the following cycle. 

The appraisal process is an ongoing process and not a once-off intervention event. It is 

important to determine if the objectives of the appraisal process is achieved. The 

successes and failures should be accounted for in the planning of the next appraisal 

process (Department of Education, 2005:33). The follow-up process offers the opportunity 

to revisit the initial purpose and to make changes to ensure improvement at all levels of the 

appraisal process. 
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The follow-up process also has to include the continuous support and mentoring of the 

appraisee after the results discussion and agreement be finalised for the implementation of 

a personal growth plan for the appraisee (Department of Education, 2005:33). Main 

aspects to be included for personal development are amongst others: professional 

development, learner issues, curriculum development and implementation, instruction 

methodologies and a variety of contextual issues related to the school (Department of 

Education, 2005:33, 34). 

2.6.10 Criterion-based evaluation 
The Employment of Educators Act no. 84 (1998) ensures that the process of their 
evaluation is in line with the key job description of teachers. Classifications of criterion 
discussion as mentioned in the Act and are provide in the following sections. 

2.6.10.1 Core criteria 
The core criteria is seen as primary elements of the responsibility of the teacher's 

profession on which the teacher has no choice but to be appraised on. The core criteria 

cover all the essential and compulsory elements of the job descriptions of the teachers as 

follows: 

• Optional criteria 
Some criterions are considered as optional by the appraisal panel because of their 
related contextual factors at institutions. The appraisal panel has to provide a well-
motivated rationale for the inclusion of optional criteria. 

• Additional criteria 
Additional criteria depend on the specific needs of an institution and an individual 
teacher. The inclusion of additional criteria has to be discussed with the appraisal 
panel, supported by staff and agreed upon by the staff development team. A motivation 
for the inclusion of additional criteria has to be formulated and made available to all 
relevant role players (National Handbook for Educators, 1998). 
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When considering contextual factors that might affect the individual teachers' performance, 

the criterions should cover essential elements and allow teachers to discuss their specific 

needs. 

2.6.10.2 Universal criterion for teachers 
According to Robbins (2000:486), the following universal criterion focused on teachers' 

appraisal: 

• Curriculum development: The teacher plans and designs teaching and 

learning activities where learning is a collective enterprise, integrative, active 

and goal orientated. 

• Creating a learning environment: An important criterion is the creation of a 

learning environment by the teachers that are based on mutual interest and 

enthusiasm. The classroom atmosphere encourages the exchange of ideas, 

questions and experiences, and the understanding of learning as a cooperative 

and productive activity. 

• Lesson presentation and methodology: The teacher has an excellent grasp 

of the learning area and is skilled at using many ways to promote the needs 

and expectations of learners. 

• Classroom management: The teacher demonstrates effective ability to 

encourage, guide and support learners in a classroom setting. 

• Learner assessment: The teacher uses the assessment of learners creatively 

so that it serves many constructive purposes. Learners receive constructive 

and frequent feedback as a consequence of continuous and varied 

assessment. 

• Recording and analysing data: Evaluation records and analysis of related 

data are well kept. The analysis of data is clear, comprehensive and accurate. 

• Development of learning area competency: The teacher sustains a lively 

interest in the applicable learning areas to the extent that in addition to 

teaching it well, the teacher is expected to be involved in learning area to 

committees, contribute to workshops and be capable of lecturing to trainee 
teachers in the learning area. 
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• Professional career development and participation in professional 
bodies: The teacher should have a lively sense of the need to acquire new 

knowledge and educational skills if the policy is expected to succeed. 

From the above discussion, the stated criteria provide adaptation opportunities for the 

specific context of the school to teachers who are subjected to an evaluation process. 

Robbins (2000:487) indicates that when the results count rather than the means, then the 
evaluation process should include a teacher's task outcomes. Evaluation has to focus on 
outcomes that are in relation to the task of teachers as specific criteria within the appraisal 
process. However, it is a reality that it is difficult to identify specific outcomes that can be 
directly attributed to specific individual actions (Robbins, 2000:487). A difficulty in 
identifying specific outcomes can be particularly true about personnel whose work is 
intrinsically part of a group effort. The teacher's performance may also be difficult or even 
impossible to identify outcomes clearly. Seyfarth (1996:152) indicates that the product or 
output of the education process is in the minds of the learners. Because outcomes are not 
tangible, nor easily attributed or clearly connected to a specific teacher, other options of 
evaluation should be considered. 

The above stated difficulty of the prevalence of intangible aspects prompts school 
management to expand the focus of evaluation to include behavioural aspects in order to 
avoid an exclusive focus on outcomes alone. Seyfarth (1996:152) identifies the following 
broad categories of teacher behaviour to be considered for inclusion in the evaluation 
criteria. 

• Knowledge of the subject 

• Preparation and planning 

• Implementing and managing instruction; 

• Student evaluation and 

• classroom environment. 
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The official and generic evaluation forms for appraisal of the Department of Education are 
finalised at national and provincial levels. The school management team should examine 
these evaluation forms and criteria before implementation of the appraisal process in the 
school to make situation-specific suggestions to their immediate education authorities. 

The inclusion and adaptation of evaluation criteria in relation to individual and group 

aspects, contextual aspects, intangible and tangible aspects, as well as behavioural 

aspects should be considered by the appraisal panel of the school. 

Various task groups are closely involved in steering the appraisal process through the 

above-listed phases. These task groups are discussed in the following section. 

2.7 TASK GROUPS 
The implementation of a complex process like appraisal is not the responsibility of a single 
manager or committee. Effective implementation requires the involvement of various task 
groups to steer and manage the appraisal process in schools. 

2.7.1 The appraisal panel 
An appraisal panel should be appointed to take charge of the appraisal activities and to 

ensure consistency through the process (Butler, 1999:42). The appraisal panel needs to 

be responsible and trustworthy. Panel members need to elect a chairperson who will 

arrange meetings and liaise with the school development team (SDT) and the school 

management team (SMT). 

2.7.2 The School Development Team (SDT) 
The school development team (SDT) consists of the principal and three or four other 

elected staff members for the development plans for the staff. The SDT provides guidance 

and monitor all developmental processes in the school (Department of Education, 

2004:20). The SDT should also link development appraisal to the school improvement 

plan. For the SDT to assist in this matter, two factors should be taken into consideration, 

i.e. (i) the performance appraisal should be conducted according to some established 

Chapter 2: The developmental appraisal system in education 



42 

intervals, and (ii) participants in appraisal process should be trained (Robbins, 2000:327). 

The school development team (SDT) has to develop a schedule for appraisal and a 

timetable for the following aspects (Department of Education, 2004:20). 

• Class visits 

• Discussion interviews 

• Submission of reports 

• Follow-up and developmental programmes and 

• maintaining an effective filing system. 

The school development team (SDT), together with the school management team (SMT), 

is responsible for liaising with teachers, the appraisal panel and departmental officials to 

coordinate and monitor the provision of developmental programmes to teachers. 

2.7.3 The School Management Team (SMT) 
The school management team (SMT) consists of the prihcipal, deputy principal and heads 

of departments (HOD's). The members of the SMT need to ensure, as part of their overall 

managerial obligation in the school, that teachers are evaluated according to the 

determined performance standards. SMT's should also play a major role in developing 

teachers to increase their competencies over the spectrum of their professional task. It is 

noteworthy that the members of the SMT are also subjected to the appraisal process for 

performance measurement. This particular task team (SMT) with relation to appraisal in 

the school, forms the focus of chapter 3 where it will be discussed extensively. 

2.7.4 The Development Support Group (DSG) 
The developmental support group (DSG) consists of a head of department (HOD) and a 

peer colleague selected by the teacher according to expertise within the specific phase or 

learning area. Each teacher identifies his or her own developmental support group within 

the school. The main purpose of the DSG is to provide continuous mentoring and support 

to the teachers and to ensure that there is a reasonable spread and pace of work in the 

appraisal process (Department of Education, 2004:22). The group is also responsible for 
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assisting the appraiser to develop a personal growth plan (PGP) for teachers and work with 

the SDT to incorporate the personal growth plan into the school improvement plan (SIP). 

2.7.5 Summary 
The above explanations of task groups involved in the appraisal process revealed that they 

are all part of an appraisal specific structure to ensure the effective implementation of 

appraisal in the school. The managerial functions of coordination, guidance and monitoring 

are especially obvious in their respective task descriptions. Despite these task 

descriptions, some of these functions might overlap with the consequence of duplication 

and the potential for conflict. Communication and liaising between the task groups is 

important to avoid the likelihood of clashes. 

A common responsibility of all the mentioned task groups involved is to verify all the 
gathered information as provided by the performance measures. An essential requirement 
in this regard is confidentiality with regard to the information gathered in the appraisal 
process. 

The next section addresses the guiding principles applicable to implement an appraisal 
system. 

2.8 GUIDING PRINCIPLES TO IMPLEMENT A DEVELOPMENT APPRAISAL 
SYSTEM (DAS) 

Robbins (2000:488) views general individual traits as the weakest set of criteria that can be 
used in performance evaluation. The mentioned traits are viewed as weak because they 
are farthest removed from the actual performance of a teacher. General traits such as a 
good attitude, showing confidence, being dependable etc., may or may not correlate with 
positive task outcomes. Robbins (2000:488) is of the opinion that, in spite of this particular 
weakness, such traits are frequently used in reality as criteria for appraisal purposes. 
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To avoid these stated and other related weaknesses, a series of guiding principles are 

formulated to be of assistance for the effective implementation of the appraisal process 

(Robbins, 2000:489 & The National Handbook for Educators, 2003). 

• The appraisal of teachers is in essence a developmental process, which 

depends upon continuous support and implemented as such. Appraisal is 

designed to develop aspects of strength, develop potential and overcome 

weaknesses. 

• The appraisal process should be open, transparent and professionally 
conducted. 

• The process of appraisal should always involve applicable education and 

management of staff members. 

• The appraisal process should include all relevant stakeholders in the school. 

• All members involved in the appraisal process should be orientated and trained 
to conduct and partake in the process. 

• Teachers are knowledgeable of all aspects of the appraisal process so that 

they are aware of the requirements and know exactly what to expect. 

• The appraisal process needs to ensure fairness at all times by affirming the 

rights of teachers and 

• prompt feedback must be an integral part of the appraisal process. 

According to Hewton and West (1992:32) the fundamental principles for developmental 

are: 

• The purpose of the scheme should be understood and agreed by all members 

of staff. 

• The main purpose should be staff development. 

• The head should be the first to be appraised and 

• the interview and the report produced as a result should be confidential. 

Hewton and West (1992:33) also provides a list of other relevant principles i.e. 
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• The primary purpose should be to improve the education of the pupils 

• The head should carry out all interviews and 

• the head should see the appraisee actually teaching. 

2.8.1 Summary 
In summary, the above can be viewed as principles for the successful implementation of 

the developmental appraisal system process. It is clear that the key aspects of these 

guidelines are characterised by attributes such as development, professionalism, 

transparency, and fairness. 

2.9 REQUIREMENTS FOR IMPLEMENTING THE DEVELOPMENT APPRAISAL 
SYSTEM (DAS) 

To meet the requirements of implementing DAS, the following aspects should be taken into 
consideration. 

2.9.1 Organisational climate 
The organisational climate implies that the educational managers must adopt a democratic 

bottom-up management approach instead of an autocratic top-down approach (Poster & 

Poster, 1993:5). Briefly, teachers can have the opportunity to express their views and take 

part in the management of the school. An appraisal initiative will be concerned with 

assessing the extent of the individual's conformity to the school ethos, with meeting 

targets, development of initiative, self-development and goal achievement (Poster & 

Poster, 1993:6). If these aspects can be observed and achieved, teachers will feel very 

much part of the school and will be more inclined to follow instructions and take part 

voluntary in a developmental appraisal initiative. 

2.9.2 A learning and teaching culture 
The functionality of a school can be attributed by factors like teachers who prepare lessons 
or effectively control the learners' work and involvement. Even though there are some 
teachers who don't respect the ethics in maintaining a certain academic standard they 
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have to the respect authority figures such as the members of the school management team 
(Wragg et al., 2000:11). 

Diaz-Maggiolli (2004:12) asserts that teachers teach according to their own preferred 
learning methods, rather than according to what is best for learners. Teachers need to be 
aware of their personal influences and refocus their actions to benefit the learners. 
Teachers need a favourable environment of teaching to develop their own theories about 
teaching and learning through professional development with colleagues. In a favourable 
environment of teaching, developmental appraisal is easy to implement and to facilitate. A 
positive learning and teaching culture in a school is therefore a prerequisite for the 
successful implementation of an appraisal system. 

According to Gleeson and Husbands (2001:118) a positive school environment is 
embedded in a reconstituted and reinvigorated professional approach to education that has 
the culture of teaching and learning at its centre and draws it sustenance from the wider 
democratic politics of schooling. Gleeson and Husbands (2001:119) are of the view that 
there is a need for the teacher to be a team member within the corporate culture of the 
school with the awareness that anything may impact in some way or another on the 
schools' outside image. Fundamental change is therefore only possible at the level of the 
school, when school culture and readiness is considered as the key to school reform. 

2.9.3 Commitment of teachers 
Wragg et al (1996:46) is of the opinion that if classroom observation is carried out in a 

constructive manner, it will lead to "greater team spirit among staff with teachers feeling 

committed, confident and comfortable". It means that teachers, who are not committed to 

professional development, will never improve their competency. Because the commitment 

of teachers impacts positively on the development of their specific field(s) of specialisation 

in the school, such teachers will be able to contribute considerately to the education of the 

learners. As a result, a lack of commitment among teachers could lead to stagnation. Not 

just regarding their own professional development, but also to the development of learners 

who are in need of quality education. Wragg et al (1996:46) states that if teachers can be 

committed to their work, then the ultimate goal of improvement will be reached. 
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Monyatsi (2003:115) says that for any system to be a success, it requires the commitment 

of resources and the stability of the staff and needs to take place in a non-threatening 

atmosphere of trust and honesty, where all those involved share the same ultimate aim of 

improving the learning of learners in the classroom. 

2.9.4 Professional development 
It is no longer assumed that a person who is equipped with a university degree, diploma or 

certificate in teaching is equipped for life (Everard & Morris, 1990:89). It is in this sphere of 

continuous development that the school management team should take the initiative during 

an appraisal process to 

• improve the performance of all teachers 

• improve working relationships and to 

• develop the professional career of teachers. 

According to Daiz-Maggiolli (2004:13-15), the planner of a professional development 
programme should bear the following in mind: 

• For teachers to develop ownership of professional development, they need to 
be active participants in its construction, tailoring programme to their needs 
and motivations 

• Professional development should not be regarded as an administrative duty, 

but rather as a career-long endeavour, aimed at disclosing the factors that 

contribute to the success of all learners and teachers and 

• professional development will only have an effect on learners if it involves the 

entire school. The effect of professional development is not measured by the 

sum of the discrete actions of individual factors and stakeholders, but through 

an examination of how factors and stakeholders interact with one another. 

In order to ensure that professional development is congruent with the above-mentioned 
aspects, teachers need an organisational framework based on the unique characteristics 
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and contributions of teachers. Teachers should involve as many stakeholders as possible 

in planning a professional development programme that addresses the needs of all 

participants. 

The Integrated Quality Management System (IQMS) is a well-developed programme that 
benefits teachers and the school. The developmental appraisal system as part of the 
IQMS is democratically developed and motivates in nature the teachers as it allows them to 
be able to (Department of Education, 2004:4): 

• measure teachers achievement 

• recognise teachers achievement 

• prepare teachers for advancement 

• open up opportunities for personal growth 

• clear the expression of problems 

• build teachers relationship with their peers and managers, and 

• discuss the appraisal results with their development support group (DSG). 

In summary, effective professional development should be understood as a job-embedded 

commitment that teachers make in order to further the purposes of the profession while 

addressing their own particular needs. 

The enhancement of the teaching and learning process will not be possible if there is no 

openness and trust among the staff members, management team, union representatives or 

other departmental officials who are part of the appraisal process. There should be no 

hidden agendas and the integrity of all taking part in the developmental appraisal system 

should not be in question. Only then is a certain amount of objective appraisal possible 

(Robbins, 2000:488). 

The National Education Policy Act (1996) aims at improving the overall quality of education 
in schools by providing the parameters for the conduct of a developmental appraisal 
system. The policy seeks to ensure that all learners are given an equal opportunity to 
make the best of their capabilities. The National Education Policy (1996) includes a built-in 
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mechanism for reporting findings and providing feedback to the school and to various 

stakeholders (teachers, parents, learners and communities) on the level of performance 

achieved by the schools. Therefore, it is clear that the key value of appraisal policies is the 

provision of a uniform framework and directive for implementation in all the schools in 

South Africa. 

2.10 PITFALLS IN IMPLEMENTING THE DEVELOPMENT APPRAISAL SYSEM 
(DAS) 

The following are issues that delay the success of implementing a developmental appraisal 

system (Bollington, Hopkins & West, 1990:63): 

• lack of appropriate training or a gap between training and appraisal 

• finding an appraiser with no confidence 

• failure to understand the process 

• interruptions during classroom observations or interviews 

• delays in the process, for example, in giving feedback or writing up appraisal 
statement 

• vague targets 

• lack of attention to monitor targets or follow-up 

• lack of commitment from school management 

• pressure or other concerns and 

• fear that some people are not very good at 'selling' themselves. 

In summary, the abovementioned issues can be avoided as the appraisal goal is to 

develop the teachers to improve the quality of teaching and learning. Appraisal is a 

process for the development of teachers to give effective education to learners. 

2.10.1 Disadvantages of teacher appraisal 
The appraisal programme may become a burden to professionals instead of a welcoming 

solution to classroom problems (Wragg et al., 1996:1). The standardized nature of 
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traditional professional development programme assumes that all teachers should perform 

at an expected level, regardless of their particular experience and needs. 

According to Wragg et al. (1996:1) the establishment of appraisal was greeted with 

resistance rather than cooperation. Motswakae (1990:34) further highlights that appraisal 

is a sensitive intervention and therefore, always has problems. Another disadvantage, 

which mostly leads to staff demotivation, is the lack of funds to support the needs 

emanating from the appraisal process. Hopkins, Howard, Johnston, Glover and Woodburn 

(1991:44) assert that "...one of the dangers of the appraisal process is the risk of raising 

hopes which cannot be satisfied'. However, this calls for care to be exercised when 

implementing the process because the accountability and staff development initiatives can 

have serious implications at various levels of school management (Hopkins et al, 1991:44). 

Some obstacles hamper the professions' smooth running of appraisal because there is lack 
of professional development. Teachers will be urged to follow the plan of the employer, but 
at the end some measures from the employer will not be achieved and that brings 
demoralisation to teachers. 

2.10.2 Factors of successful appraisal 

In examining the extent to which appraisal programmes apply in some existing schemes, it 

is helpful to consider the complexities, which affect the management of appraisal in 

educational institutions (Bush & Bell, 2002: 123-125). 

• The school has an open climate, where teachers are ready to discuss their 

work. 

• Suitable training has been provided for both appraisers and appraisees. 

• The management of the school is committed to the process. 

• Both appraisers and appraisees are clear about their responsibilities and 

understand the scheme. 

• The process is well presented and well managed by the principal or appraisal 

coordinator. 
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• There is previous experience of appraisal or a deliberate implementation 

strategy and 

• professional relationships are good. 

2.10.3 Summary 
The appraisal process needs to be performed in such a way that it will enhance the 
intended development process. Targets that are set need to be realistic, attainable, time-
bound, monitored and supported. In particular, the appraisal process needs to fit into the 
rhythms and patterns of the school calendar. The process of appraisal can be further 
exercised into the schools needs when the areas of focus are selected. 

2.11 CONCLUSION 
This chapter has investigated and described the developmental appraisal system as a 

significant component of the Integrated Quality Management System and of personnel 

management in education. It is apparent from the literature study that the controversial 

issues are the process of appraisal which is wrongly based on the judgemental evaluation 

of teachers. Accountability is viewed as fundamental to develop a culture of teaching and 

learning in schools. As the intention of the appraisal system is not to judge, but rather to 

enhance the skills, knowledge and attitudes of teachers, it will ultimately benefit the 

teaching and learning process. 

The next chapter reviews the role of the school management team (SMT) in implementing 

the developmental appraisal system in schools and its management functions. 
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CHAPTER 3 
THE ROLE OF THE SCHOOL MANAGEMENT TEAM IN IMPLEMENTING THE 

DEVELOPMENT APPRAISAL SYSTEM 

3.1 INTRODUCTION 
This chapter reviews the role of the school management team (SMT) to implement the 

development appraisal system (DAS). An orientation to the functions and responsibility 

of the school management team is outlined. It is believed that management in 

education is not an end in itself; therefore good management is an essential aspect of 

any education service (Thurlow, Bush & Coleman, and 2003:135). The philosophy of 

total quality management (TQM) is based on a number of principles to ensure that it 

replaces authoritative functioning with collaborative, community building and leadership 

progress (Hayward, 2001:5). Schools as sites of learning and teaching face enormous 

challenges of development regarding education delivery and the effectiveness thereof. 

Quality education is directly dependent on the quality management of teachers and 

tasks performed in the school and through the education system (Van Deventer & 

Kruger 2003:62). Even more of development is the task of school managers to manage 

and lead schools in directions that not only ensure effective teaching and learning, but 

also ensure that teachers are professionally developed through the Development 

Appraisal System. The role of the school management team (SMT) is in essence about 

managerial tasks execution and effective teachers' management. 

This chapter sets out to explore the role of the school management team in 

implementing the Developmental Appraisal System in schools. 

3.2 AN OVERVIEW OF SCHOOL MANAGERS IN EDUCATION 
It is believed that education management is the key to the building of lifelong learning 

and the professional development of teachers in South Africa. School managers who 

undertake educational management roles need a complex mix of skills relating to the 

managing of teachers and enabling them to perform the work effectively (Van Deventer 

& Kruger, 2003:62). It implies that school managers have to enhance the performance 

of teachers by developing teaching and learning competencies and adopting a 

community approach as well as the involvement of all stakeholders in education. 
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Reports have confirmed that there is a need for proper management training for school 

managers in South Africa to ensure the effectiveness of the education system (Mbigi, 

1999:136-139). There is also a need to develop a bottom-up and learner-centred 

approach in the collective learning process (Mbigi, 1999:139). 

For managers to perform the work efficiently there is a need to involve teachers and 

consult them during the allocating of duties. It is clear that in the past school managers 

have been appointed to managerial positions as heads of departments (HOD), deputy 

principals and principals without proper prior training and this brought unique challenges 

and difficulties in implementing various educational systems (Van Deventer & Kruger, 

2003:2). It is the duty of the Department of Education and school governing bodies to 

appoint qualified and skilled school managers in order to lead teachers and learners in 

the school. It is affirmed that qualified and skilful managers are important in all schools 

because they have to provide much needed managerial leadership (Huysamen, 

2000:35). 

3.3 THE ORGANISATIONAL STRUCTURE 

Lumby, Middlewood and Kaabwe (2003:231) asserts that organisational structure 

describes what managers and teachers do (roles) and how they relate to one another 

(Gray, 1994a). Structures need to be flexible but have to possess sufficient hierarchies 

to perform routine administrative tasks without suppressing collaboration and creativity. 

The organisational structure, which in some cases is too bureaucratic, is perceived by 

teachers to have rigid school procedures, policies and rules. This has a negative 

impact on the teacher's ability to use their professional judgement and dependence 

(Heck & Marcoulides, 1996:85). The emphases were based on the bureaucratic 

principals who find it difficult to communicate effectively the shared mission and goals of 

the school with their management team members (Bush, 1995:46 and Blase & Blase, 

1998). The bureaucratic kind of leadership style results in the development of a vague 

mission and objectives because of the lack of contribution and participation from 

teachers and other stakeholders in the school. The strategic aims of the organizational 

structure form the basis for deciding on issues related to teachers' management and 

have to be accounted for, especially in the case of managing the developmental 

appraisal system. 
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Some schools in previously disadvantaged areas do not have heads of department, 

deputy principals and non-teaching staff. This situation makes it difficult for principals to 

pay the necessary attention to the instructional programme as the educational 

management was not shared sufficiently with the management team and is not 

understood well. The following subsection addresses the issue of education 

management. 

3.3.1 An education management perspective 
Though the existing situation is that the vision for the transformed education system has 

been set out in the policy frameworks and the new legislation, the system is still shaped 

by the ethos, systems and procedures inherited from the apartheid past (Lumby et al, 

2003:3,4). The legislation of the new dispensation has set a new direction for South 

Africa's education system and a key challenge is to manage the transformation 

effectively, while simultaneously counteracting pervasive influences from the past. As a 

result, the new education policy requires managers who are able to work in democratic 

and participative ways to build relationships and to ensure efficient and effective 

delivery of quality education (Department of Education, 1996a:25). 

The concept of education management is used to refer to the actions of school 

leadership to assure effective teaching and learning in schools. The school 

management team (SMT) is regarded as an overarching term which refers to the school 

leadership who are involved with the managing of the human resources (learners, 

teachers and school community), physical resources and financial resources to satisfy 

educational needs and to achieve the strategic goals and objectives (Van Deventer & 

Kruger, 2000:1). 

School managers with the required managerial competencies are able to manage 

schools effectively and convey the impression of easy work. In situations where school 

managers move from crisis to crisis, they create the false impression that good 

management is impossible to achieve (Lumby et al., 2003:21). There is no one way of 

managing a school, unless the management approach is partly subjective, concerned 

with values and beliefs and practiced with some kind of measurement (Van Deventer & 

Kruger, 2000:2). 
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The following section deals with the composition of the school management team 

(SMT). 

3.4 THE COMPOSITION OF THE SCHOOL MANAGEMENT TEAM (SMT) 
The school management team is composed as a management structure to manage the 

totality of school life and is therefore regarded as the engine that runs the school. 

Gaziel (1992:152) and the Employment of Educators Act no. 76 (1996) describe the 

school management team (SMT) as a group of management experts who work formally 

as a team under the guidance of regulations and protocol. The school principal is the 

chief departmental officer who is accountable to the Department of Education. A school 

are able to implement the necessary changes and depends largely on the nature and 

quality of the school's internal management (Department of Education, 1996:28). The 

school management team is important for assistance to the teachers to fulfil their 

educational roles and be accountable for example to implement the Developmental 

Appraisal System (DAS). 

Van der Westhuizen (1996:51, 52) analyze two kinds of work that are performed by 

school management, i.e. functional and management work. Functional work is taken as 

the primary work of the school management team to play their role in managing the 

classroom and perform their work of teaching and learning efficiently in the school and 

includes the following: 

• Teaching and Learning outcomes are carefully planned and prepared 

• Preparation lesson is been done 

• Ensure that learners meet the required standards 

• Discipline and order be maintained in the classroom and school 

• Consult with learners and parents regularly and 

• execute certain delegated administrative tasks for performance 

standards. 

Chapter 3: The role of the SMT in implementing the development appraisal system 



56 

The management work is regarded by Van der Westhuizen (1996:51,52) as the school 

management team's role in the administrative and academic tasks and to manage the 

primary tasks carried out by teachers that include amongst other aspects the following: 

• Implementing policies and programmes 

• Provide material to teachers 

• Monitoring the task of teachers and policies effectively 

• Planning the developmental appraisal system (DAS) meetings, 

organising, delegating to the school development team (SDT) to run the 

appraisal process and to lead the SDT during the process 

• Share and analyse problems as the school management team and 

generate evaluation alternatives that may occur during the developmental 

appraisal system process and 

• retain the right, responsibility and accountability for making any final 

decisions of the appraisal score. 

In summary, the functional work and management work should proceed concurrently as 

SMT play a major role during the implementation of the developmental appraisal 

system. Both functional and management work need to be carried out effectively by 

individual members of the school management team i.e. the principal, deputy principal, 

head of department (HOD) and teachers. The composition of the school management 

team is structured to provide leadership to all members and sections of the school to 

ensure that person in the school knows exactly what is expected of them. 

The next sub-section outlines the responsibilities and role of the school management 

team. 

3.4.1 The responsibilities of the School Management Team (SMT) 
The responsibilities of the school management team (SMT) are to oversee to it that the 

school programme in totality runs smoothly. One of the major responsibilities of the 

school management team is to ensure that departmental policies are effectively 

implemented and managed. Literature reveals several responsibilities for the school 

management team (SMT) which vary from a detailed list of tasks to general job 

descriptions. Members of the SMT need sufficient guidance to plan and execute their 
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operational responsibilities. With regard to the management of DAS, flexibility and 

inclusivity are necessary to enable the SMT to take decisions collectively without 

unnecessary referrals to the school development team (SDT) and requires the level of 

accountability that their responsibilities demands (Tranter & Percival, 2006:61). The 

school management team is also responsible to lead and manage teachers and 

learners for quality teaching and learning to take place in the school. Hence, school 

managers are held accountable to initiate, facilitate and implement departmental 

programmes. Turnbull and Mee (2003:66) verify that some of the responsibilities of 

school management team include: 

• The setting of clear objectives for the developmental appraisal system 

(DAS) on what the school wants to achieve. 

• The planning has to be flexible, match constancy concerning the support 

rendered to teachers in a lifelong learning situation, e.g. during the 

implementation of DAS. 

The two mentioned perceptions shows that it is upon the authority of school managers 

that the school should function well and in a proper accepted manner. 

The Department of Education (1999:21) and Hall (1997:64) outline the responsibilities of 

the school management team as to: 

• ensure that quality teaching and learning takes place in the school 

• encourage and lead teachers in order to motivate top performance 

• ensure that the school is managed satisfactorily and in compliance with 

applicable legislation, regulations and personnel administration measures 

• ensure that education of the learners is promoted in a proper manner and 

in accordance with approved policies and 

• to monitor and control the work of teachers during the appraisal and 

developmental process. 

The above mentioned views relate noticeably to the responsibilities of the school 

management team in connection with the implementation of the developmental 

appraisal system (DAS). The school management team (SMT) needs to be sensitive in 
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their relationship with teachers and learners and should be good listeners in order to be 

able to interpret teachers' behaviour and make them feel that they have something 

special to contribute. In relation to the implementation of DAS, the SMT has to teachers 

a choice to choose their own panel as the development support group (DSG) for the 

purpose of developmental appraisal. In addition to the mentioned responsibilities of the 

school management team, they have to monitor the work of teachers and assist those 

teachers who are struggling and experiencing difficulties in coping with the system to 

acquire new skills (Dean, 2002:38 and Bell & Gilbert, 1996:96). The mentioned 

responsibilities include the liability by the school management team to develop the 

professionalism of teachers in schools. The SMT should also act as counsellors when 

teachers encounter problems during the appraisal process. 

According to Dean, (2002:40) in addition to the responsibilities of the school 

management team is to meet with teachers at the beginning of the performance 

management cycle to prepare for the appraisal review, to set objectives and to identify 

the teachers' developmental needs. It is also a responsibility of the school management 

team to monitor the teachers work throughout the year and to meet the teachers at the 

end of the review cycle to review performance and indentify achievements and problem 

areas. 

An effective school management team is responsible to involve all staff members in the 

school and encourage teachers to participate in the implementation of the development 

appraisal system to ensure commitment and ownership. Involvement of teachers in the 

DAS process provides the opportunity for teachers to learn quickly which may lead to 

optimal performance. It was determined that the responsibility of the members of the 

school management team includes monitoring, controlling, supporting and liaising with 

teachers to acquire new skills for professional development. 

The next sub-section outlines the role of the school management team. 

3.4.2 The role of the School Management Team (SMT) 

This section analyses the role of the SMT from literature and official documentation to 

ensure an understanding of the extent of the functioning of the school management 

team. The legacy of mistrust from previous experiences about school management is 
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regarded as an obstacle for the school manager to implement an effective performance 

appraisal programme. Furthermore, in attempting to be democratic, the appraisal 

procedures include strong elements of peer involvement and the right of teachers to 

elect their own appraisal team (Lumby et al, 2003:131). 

The school management team plays a pivotal role to ensure that educational policies 

are implemented. Roles constitute the parts people expect and are expected to fulfil in 

the daily drama of personal and working life (Hall, 1997:63). In this sense, the school 

management team is expected to lead and manage teachers and learners consistently 

and to assure the smooth running of the school. 

Literature reviews reveal a number of roles for the school management team with 

notable similarities between the various role descriptions. Turnbull and Mee (2003:375) 

are of the opinion that the role of the school management team is to ensure the 

participation of staff, learners, parents and the community in the school decision-making 

process and to develop cooperation, accountability and commitment with a focus on 

improving teachers' achievement. The role of the school management team is in 

essence to provide comprehensive managerial leadership for the school community and 

school development according to specific school needs (Turnbull & Mee, 2003:375). 

According to Middlewood et al. (1998:66) the roles of the school management team 

include amongst other things the following: 

• To ensure that the whole is greater than the sum of the parts. This 

means that the school management team needs to ensure that 

processes, such as record-keeping and appraisal are seen as part of 

teacher professional development 

• To ensure that the teachers are not just performing by collecting pieces of 

information, but are provided with materials for progress and achievement 

• To develop and appreciate a culture of learning and teaching. 

Middlewood et al. (1998:69) is of the opinion that the task of the school 

management team is to encourage a school culture where formal 

teaching and learning can flourish. This implies that the school 

management team's responsibility is to try to ensure that the whole 
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curriculum experienced by teachers and learners is a process which is 

enriching the part of the educational journey which will continue after 

school and 

• to manage structures and resources. The school management team has 

to put in place situation specific structures and processes that enable the 

implementation of the DAS policy in a school. 

Wise and Bush (1999:90) view the role of the school management team as: 

• Providing teachers with developmental programmes as part of 

professional development and as part of the whole school developmental 

plan 

• Developing programmes for implementing applicable school policies 

• Supporting, supervising and monitoring teachers' work to ensure that 

policies are followed and implemented appropriately 

• Join forces and form partnerships in the whole school planning 

• Monitoring teachers' appraisal records 

• Accept accountability for managing sections, phases, departments and 

committees 

• Devising and leading appraisal in-service training with the school 

development teams 

• Co-ordinating and overseeing that the appraisal scoring of teachers' 

performance is in line with the appraisal policy 

• Monitoring and controlling the administrative and other resources at 

school 

• Overseeing and/or assisting with the maintenance of facilities and 

• Liaising with departmental officials for support and advice. 

Kerri et a/., (2003:351) are of the idea that the role of the school management team 

includes more decentralised control over resources, personnel and instructional and 

organisational matters at school level. The above listed role descriptions can be 

summarised that the success for the school management team lies in the creation and 

managing of a professional work environment that supports development and a climate 

conducive for learning. 
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The interpersonal role of school management team is described in the next section. 

3.4.2.1 Interpersonal role 
School management teams are regarded as the managerial leaders of the school and 

these management positions are time consuming and require special managerial 

knowledge and skills. The interpersonal role of the members of the school management 

team is to provide direction and motivation to the teachers and learners. The manner in 

which school management fulfil these interpersonal roles will determine the 

atmosphere, culture and climate in the school. Members of the school management 

team need to reconcile or align individual needs with the organizational objectives of the 

school. School management teams should strengthen interpersonal relationship with 

colleagues and teachers through inclusion, consultation and to be a role model for all 

subordinates (Kerri etal., 2003:355). 

3.4.2.2 Information role 
School management teams should be in a position to transfer information timeously and 

in a transparent manner to all relevant role players of the school. Monitoring and 

appraising of teachers need competent school managers in a position to inform 

teachers about expectations, requirements and procedures. School managers should 

also be skilful to identify problems in advance and be able to provide possible solutions 

or alternative proposals in conjunction with the teachers concerned. In conclusion of 

this section, the information role encompasses effective communication to facilitate a 

better understanding of teaching and learning involvement at school. 

3.4.2.3 Decision-making role 
Decision-making is an important part of the role of the school management team, 

especially in implementing the developmental appraisal system in the school. Decision-

making implies the following for members of the school management team: 

• As disturbances handler, a school manager should focuses on how to 

handle unexpected changes that are partially or totally beyond the 

school's control. School managers have to know how to deal with conflict 

situations. 
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• Negotiation is an important aspect of school management and school 

managers need to master the skill to utilize scarce human, physical and 

financial resources. 

• Decisions must be made about the proper allocation of resources among 

staff members. 

• Decisions are required to decide on programme and curriculum activities 

that should be phased out and new ones to be put in place. 

• Decisions on utilisation of time are an essential requirement form school 

managers. 

3.4.3 Summary 
School management teams (SMT) are required to direct and motivate teachers 

according to the schools' and individual needs to reach the strategic goals and 

objectives. A major requirement of the SMT is to be decisive in matters that may affect 

the functioning of the school. A specific role of the school manager is to establish and 

maintain an ethos of trust and professionalism within the school which is essential for 

effective appraisal. If there is agreement about the purposes of appraisal within the 

school's ethos, the school manager will be much more likely to succeed in his task. 

Appraisal is not intended to be a panacea, but it can be a helpful contributor to the 

transforming effects of education by focusing on the transactional elements of learning 

and teaching (Middlewood, 1998:183 & Lumby etal, 2003:133). 

A consequence of promotion up the hierarchy of school management holds that the 

time devoted to managerial activities will increase with a corresponding decrease in 

time devoted to teaching activities. 

Effective management is expected from all members of the school management team in 

a manner that involves members of staff in a participative manner to ensure 

commitment to effective education. It can be deduced from the role of the school 

management team that the involvement of the school managers encompasses the 

whole spectrum of school life and not just some part of it. An analysis of the roles as 

portrayed in literature reveals that the involvement of the school management team is 

not limited to some subparts, but forms part of the greater whole of school life. In order 

to ensure a culture quality teaching and learning, the school management team has to 
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establish structures and procedures as part of an overall management strategy and, in 

relation to this research topic, has to ensure by means of competent management skills 

the successful implementation of an appraisal policy. 

The school management team has to guide teachers to ensure that the gathered 

evidence of appraisal is reliable, valid, fair, transparent and flexible. As with many other 

roles of the school management team, the demands on those responsible for staff 

development have become so great that it is no longer feasible or desirable to approach 

it in an unplanned way. A logical and systematic managerial approach is necessary to 

assure the successful management of people, programmes and systems at school. 

3.5 DUTIES OF THE MEMBERS OF THE SCHOOL MANAGEMENT TEAM (SMT) 
The core duties of the different members of the school management team are 

accordingly described (Educators Employment Act no. 76, 1998:C-64; Lumby 

Middlewood & Kaababwe, 2003:66). 

3.5.1 The principal 

The Principal is required to serve on various committees such as the financial, 

recruitment, promotions, advisory and other management related committees as 

needed. The principal is also expected to play an active role in promoting extra- and 

co-curricular activities in the schools. 

The principal is regarded as the chief executive officer of the school and has the 

authority of the senior member and leader of the school management team. The 

principal is accountable and responsible to oversee the functions and duties of the other 

members of the school management team, teachers, non-teaching staff, learners and 

parents. The Employment of Educators Act no. 76 (1998:C-64) and Wallace and 

Huckman (1996:313) describe the duties of the school principal as: 

• An instructional leader who takes charge of the provision of quality 

education in the school in accordance with approved policies. 
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• The principal is accountable for guiding and supervising the work 

performance of the members of the SMT as well as that of the teachers in 

the school and countersign reports of all members. 

• The principal is in the final place responsible for the implementation and 

overarching management of the teacher appraisal system with the aim of 

improving teaching, learning and management practices in his/her school. 

The principal has to ensure that curriculum policies are in place and implemented and 

that teachers attend workshops for competence development. The involvement in the 

development of school managers and teachers implies that the principal has to fulfil an 

active mentor role in appraising managers and teachers to develop the potential skills 

and provide them with support and opportunities to perform their tasks well. The 

principal should keep the principles of "ubuntu" (togetherness / oneness) in mind and 

use this specific philosophy as a guiding principle in his/her management duties (Van 

Deventer & Kruger, 2003:17). Principals have to delegate some of their duties to 

members of the school management team and teachers in order to alleviate his/her 

workload and to capacity or empower his/her subordinates. Task-delegation is viewed 

as developmental opportunities for teachers and it demonstrates confidence in the 

person who is requested to accept responsibility and accountability for a certain task. 

The Employment of Educators Act no. 76 (1998:C-64) affirms that the principal is 

responsible for the professional development programmes and overall management of 

schools. The leadership role of the principal includes the guidance of the school 

management team and school development team in all actions that need to be taken in 

case disputes arise from the scoring of teachers during the appraisal process. The 

principal is in a position to take decisions when dealing with school related matters and 

writing reports. 

The principal as an instructional leader has the following focuses as part of his task: 

• Assist head of departments to lead and manage their respective 

departments. 

• Oversee curriculum planning and implementation in departments, phases 

and grades. 
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• Ensure that curriculum and other policies are in place and implemented. 

• Conduct and organise staff development workshops and 

• ensure that the developmental appraisal system is effectively 

implemented. 

One of the duties of the principal is to ensure that the developmental appraisal system 

(DAS) is implemented. The principal should arrange meetings with teachers to discuss 

the appraisal process, procedures and expectations, organise DAS workshops to keep 

teachers informed of the latest developments and requirements of the Integrated Quality 

Management System (IQMS). The effective implementation of the DAS will enable the 

principal to provide the Department of Education with the various score sheets of 

participating teachers as well as the school improvement plan (SIP) with suggested 

action steps for whole school evaluation. Based on the preceding, is can be stated tht 

the principal is indeed the instructional leader who is the key person for ensuring 

success, to take charge and oversee the implementation of the development appraisal 

system in the school. 

The next sub-section focuses on the duties allotted to the deputy principal. 

3.5.2 The deputy principal 

The deputy principal is regarded as the assistant of the principal and as the second-in-

command position at the school. The duty description of the deputy principal does not 

differ from that of the principal as the deputy principal acts as the school principal when 

the principal is absent. The Employment of Educators Act no. 76 (1998:C-66) describes 

the core duties of the deputy principal as follows: 

• Assist and support the principal in the management of the school. 

• Guides and supervise the work and performance of the staff and where 

necessary discuss and write or countersign reports. 

• Liaise on behalf of the principal with relevant government departments. 

• Maintain control of the administrative procedures of the school activities 

and functions and 

• participate in the school's appraisal process in order to regularly review 

the teachers' professional practice and development. 
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Fullan (2001:14) argues that the duties of managers are to guide human resources over 

time, especially in relation to how they relate to each other. The deputy principal should 

control the work of teachers and that will lead to the improvement of instructions and 

learner performance. This implies that it is the duties of deputy principal and principal to 

formulate the aims and objectives of the school and policies for the appraisal of 

teachers (Dean, 2002:32). 

The deputy principal is also responsible for curriculum and instructional leadership e.g. 

the choice of textbooks, coordinating the work of subjects committees and groups, 

timetabling, INSET and developmental programmes and arranging teaching practice. It 

is also required from the deputy principal to participate in departmental and professional 

committees, seminars and courses in order to contribute to the improvement of the 

school and to update personal and the staffs professional capacity and competency. 

3.5.3 The head of department (HOD) 

The head of department is required to be in charge of the subject, learning area or 

phase and has to play a leading part to jointly develop the policy for his/her department. 

The head of department is further expected to co-ordinate classroom-based work such 

as the assessment schedule and homework programme of all the learning areas and 

subjects of his/her department. The head of department must provide guidance to 

relevant staff members on the following: 

• Inform staff members of the latest ideas on approaches to the subject, 

methods, techniques, evaluation, aids, etc. in their particular field of study. 

• Provide information with respect to syllabuses, schemes of work, teaching 

strategies, homework, practical work, remedial work, etc. 

• Assist with advice regarding the educational welfare of learners. 

• Provide leadership to inexperienced staff members in his/her department. 

• Advise the principal and deputy principal regarding the division of work 

among the staff in his/her department and 

• participate in the school and teacher appraisal processes. 
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The heads of department (HOD) in different phases (i.e. foundation, intermediate and 

senior phases) perform their duties, implement school curriculum as instructional 

leaders to coordinate the departmental programmes and arrange teaching practice 

(Blandford, 1997:86). 

The heads of departments create a condition for teachers to focus on achieving 

excellence and also encourage participation and facilitate teamwork amongst teachers. 

The Department of Education (2006:20) prescribes that the heads of department are in 

the third level of the school management hierarchy and they are expected to inspire and 

motivate teachers to achieve the strategic goals and work towards the fulfilment of the 

schools' aims. It can be concluded that head of department are the curriculum leaders 

of the school. 

3.6 THE FUNCTIONS OF THE SCHOOL MANAGEMENT TEAM (SMT) 
Management consists of structures and procedures to coordinate the diverse activities 

of the school. Managing and coordinating staff development have emerged as a key 

leadership role in school management teams. Bush (1999:47) asserts that the school 

management team is empowered by their authoritative position in the school 

management structure. This means that school managers are accountable as they 

have the authority and mandate to lead-the schools in the most effective way possible. 

In common with other management roles, it requires from the school management team 

the ability to balance the achievement of goals with the creation and maintenance of 

productive and professional relationships (Oldroyd & Hall, 1991:20). 

Certain management tasks such as timetabling, curriculum development and pastoral 

care are viewed as important to bring about change and transformation to the status 

quo of the school. The functions of the school management team are exercised both 

formally through the authority invested in their managerial positions in the school and 

informally through influence based on the respect their personal qualities and credibility 

demands. 
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The following functions should be performed by all school management teams in 

relation to their involvement to the developmental appraisal system (Meggison, 2004:19, 

20). 

3.6.1 Planning 
Planning is one of the managerial functions of the school management team which refer 

to all planning activities necessary to ensure an effective learning organisation. These 

planning activities stretch from the planning for setting the school's mission and vision, 

purpose and objectives to the creation of the school's policies, projects, programmes, 

procedures, methods, systems, budgets, standards, and strategies. In this regard, 

planning is viewed as one of the fundamental functions that school managers have to 

perform in order for their school to be an effective educational institution that provide 

quality education to all its learners. 

3.6.2 Organizing 
Organizing refers to the determination of what resources and activities are required to 

achieve the organization's objectives. During the organising phase, the school 

management team should divide the resources and activities into workable groups and 

assign the responsibility for achieving objectives to applicable staff members and 

delegate to those individuals the authority necessary to carry out their assigned duties. 

3.6.3 Leading 

Providing leadership to teachers is regarded as a management function that influences 

teachers to accomplish the set targets and objectives of the school. Therefore, the 

leadership functions encompasses the instructional leadership qualities, management 

styles, communication, motivation, discipline and modelling aspects to inspire the staff 

members to be worthy followers in the strive to provide quality education to all learners. 

3.6.4 Controlling 

Controlling is a way and means of assuring that the planned activities are actually 

followed and implemented to achieve the envisaged outcomes and objectives. It also 

involves the setting up of criteria and standards of performance, determining methods 

for measuring performance, measuring actual performance and comparing it with the 
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established standards as a form of benchmarking. It also involves taking corrective 

action when necessary to align performances to what was planned. 

According to Bell and Day (1991:166) the staff development policy requires aims, a 

rationale and a co-ordinating management mechanism to assist and avoid overlaps in 

the developmental programmes of a school. The school management team has to 

encourage individuals and groups to work together on development and is expected to 

demonstrate commitment to the development of all staff members. 

3.7 PRINCIPLES FOR THE IMPLEMENTATION OF THE DEVELOPMENT 
APPRAISAL SYSTEM (DAS) 

The school manager needs to ensure that any system for performance review is 

procedurally sound must be consistently applied. Acceptable procedures and 

consistency is viewed as fundamental to perceptions of fairness. It is therefore 

important for school management to take cognisance of related principles for carrying 

out appraisal actions in the school. Agreed upon principles not only develops a sense 

of ownership, but also clarifies what school management and staff members are 

committed to. Examples of some of the principles applicable to an appraisal system are 

(Lumby era/., 2003.132): 

• A clear rationale for implementing the developmental appraisal system 

• Effective communication of purpose, rationale, expectations, procedures 

and outcomes to all role players 

• An inclusive approach that ensures participation of all involved 

• Intensive planning the appraisal process before implementation 

• A commitment to equal opportunities 

• A commitment of fairness 

• A commitment to appraise everyone and 

• an assurance about the extent of confidentiality. 

The above listed principles allow the members of school management to address the 

challenges for managers with confidence who are required to "work in democratic and 
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participative ways to build relationships and ensure efficient and effective system for 

developmental appraisal" (Department of Education, 1996a:25). 

The next sub-sections portray five management principles for the effective 

implementation of the developmental appraisal system in the school. 

3.7.1 Planning principles 

• The principle of alternatives refers to the situation that the greater the 

number and variety of alternatives presented to solve a problem, the 

greater the likelihood that the manager will make an acceptable decision. 

Managers should think deeply and sufficiently about a problem or issue to 

discover all logical alternatives to its solution. 

• The principle of contingencies (possibilities) measures that the school 

management team should built into its prescribed actions to cover 

possibilities that may occur during the execution of the action plan. In 

other words, school managers should be prepared for the unexpected, yet 

possible events. It simply means that school management should made 

room for contingencies and disappointments. 

3.7.2 Organising principles 

• Adequacy-of-authority principle: The school management team should 

have "sufficient authority" to accomplish their task of organising some 

activity in the organisation and management structure of the school. 

Authority should be given to the person who is accountable for the results. 

• The principle of effect should be accounted for because a specific action 

could lead to far-reaching consequences. 

3.7.3 Staffing principles 

• The school management team should adhere to the principle of 

developing a successor. Managers should train or empower subordinates 

(teachers) to take over their duties temporarily or permanently as a sign to 

be self-dependent and capable. 
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• School managers should be knowledgeable to appraise teachers in a just 

and fair manner. Interpretation and follow-up strategies are easiest when 

appraisal results are measurable or quantifiable. 

3.7.4 Directing principles 

• The principle of harmony of objectives: A school manager's personal 

goals should be in harmony with the school's goals and objectives. 

• The principle of the manager's example: Teachers are inclined to follow 

the example set by the school managers and leaders. 

• The principle of motivation: Money and other financial benefits are 

always incomplete as a motivational force; it needs to be complemented 

by psychological incentives that are required to develop the highest level 

of motivation. 

3.7.5 Controlling principles 

• The principle of standards: A standard should be set for all activities in 

the school by the school management team. 

• The principle of measuring: The achievement of performance standards 

should be measured and compared against the standard sets. 

Measurement may take many forms, but applicable actions should be 

measured in a valid and credible manner. 

• The principle of corrective action: When measurement of performance 

indicates a standard that is not being met, appropriate corrective actions 

should be taken to correct what is wrong. 

The school management team remains central in the implementation of an appraisal 

process and the above mentioned principles can be valuable as fundamental guide for 

conduction the process. In this regard, O'Neill (1994:41) has argued that "even where 

there are no formal procedures, management principles need to be applied to every 

aspect of people performance". The principles furthermore serve as assurance for 

members of the management team to exercise patience and be able to deal with the 

complexities that may arise during the implementation process. 

Chapter 3: The role of the SMT in implementing the development appraisal system 



72 

School management teams also need to have appropriate management skills that will 

allow them to deal effectively with the barriers in relation to the implementation of the 

developmental appraisal system. 

3.8 BARRIERS FOR THE IMPLEMENTATION OF THE DEVELOPMENT 

APPRAISAL SYSTEM (DAS) 

The barriers that affect the implementation of developmental appraisal system may lead 

to a disturbance of the process and may seriously impact on the successful 

implementation in school. Coleman etal. (2003:73, 74, 205) list the following barriers: 

• If the school management team does not include applicable teaching or 

supporting material during the pre-implementation phase, it will negatively 

impact on the achievement of the expected outcomes. In such a case, 

the teachers will not be able or in a position to achieve the expect 

outcomes to be measured. The school management team should supply 

the support material in time for effective teaching for teachers to carry out 

their duties. 

• The appraisal process should be sufficiently included in the school 

budget, otherwise the financial means may be a major barrier for the 

implementation of the appraisal process. 

• Substantial differences between learning areas and even within the same 

learning area could be a barrier for the successful implementation of a 

developmental appraisal system. An integrated school policy on 

development is essential for consistency in maintaining learner progress. 

School management teams have to facilitate the whole developmental 

process in the school for consistency and to ensure effectiveness. 

• The scoring of marks during the appraisal process without continuous 

monitoring may cause problems for those involved in the appraisal 

process because of a lack of a holistic perspective. It may even happen 

that high scores lead to a situation of undevelopment because no need 

for development was recorded or identified. 
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• Negative attitudes and resistance from teachers can lead to poor 

performance that falls short of a number of critical aspects of the 

developmental appraisal process. 

• An unpleasant climate among staff members characterised by no 

cooperation in the school is a strong barrier for the successful 

implementation of a developmental appraisal process. 

• The allocation of resources by the school management team can be a 

sensitive issue because of the scarcity of resources. A risk may be to 

allocate resources via fragmented and separate structures that will 

encourage unnecessary competition between members of the school 

management team and teachers for available resources. Such a 

competitive atmosphere may negatively impact on the implementation of 

a developmental appraisal process. 

• The appraisers may focus on the quantity of work as it appears in the files 

and syllabi, rather than on the quality of teaching and achievements of the 

learners. 

• An overemphasis on preparation, teaching schemes and instruction 

strategies tend to lower the self-esteem of the teachers instead of serving 

as guidance for improvement and progression. 

• Narrow focuses on comparing successful teachers with each other will 

certainly demoralise the less performing teachers. 

• A feedback which is not constructive and rather serves managerial 

purposes is also a barrier for the successful implementation of a 

developmental appraisal system in the school. 

From the above listed barriers, new initiatives may accordingly be implemented as 

additions instead of being integrated, which will in turn increase the workload of 

teachers and create further implementation problems (Muijs & Reynolds, 2005:7). It is 

an essential part of the appraisal process to take deliberate steps to avoid these 

barriers that may be detrimental for the successful implementation of a development 

appraisal system (DAS) in schools. 

While the mentoring relationship can be a very powerful tool for enhancing personal and 

professional development with the idea of education in South Africa being at the heart of 
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democratisation in its acknowledgement of the intrinsic worth of the individual 

performance of teachers and learners in the school (Lumby ef a/., 2003:87 & 93). 

3.8.1 Communication as a factor to deal with barriers to implement DAS 

Communication should be effective and the appraisal process should be transparent for 

participants to avoid the mentioned barriers that might lead to the unsuccessful 

implementation of the development appraisal system. Jones, Jenkins & Lord (2006:8) 

proposed a model of communication that can assist the school management team in 

dealing with barriers related to the developmental appraisal system in schools. The 

communication circle is illustrated in fig 3.1. 

Figure 3.1: An effective communication circle to implement DAS 

School 
management 

team 
Immediate senior 

(HOD) 

Teacher and peer 

The school management team should provide teachers with regular and constructive 

feedback that will lead to the development and deals effectively with challenges in a 

positive way (Armstrong, 2000:5). The recommendation is that at the end of the 

communication circle, the school management team must realise that the 

implementation of the development appraisal system is a continuous process that 

needs support all the way to completion. The communication circle relies heavily on 

regular and systematic feedback to the teachers by the school management team. 
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3.9 A PROPOSED SCHOOL MANAGEMENT PLAN FOR APPRAISAL 
According to (Thompson, 1993:11) a management plan is an accepted and agreed-

upon strategy, in the case of this research - the implementation of an appraisal strategy 

in the school that provides guidance and purpose to all stakeholders involved. A 

management plan for the implementation of development appraisal system (DAS) 

should direct the action steps according to the determined goals and objectives as 

deduced from the IQMS requirements. It should be clear to all stakeholders in the 

school that a management plan for DAS is not meant to be an isolated initiative, but an 

integral part of a whole school development plan. Aspects for inclusion into a 

management plan are (Department of Education, 2001 b:29; Smit & Cronje 1997:436-

438): 

• Indicate the relation to an overall school improvement plan as part of the 

whole school evaluation programme. 

• Account for organisational values according to the vision and mission. 

• Provide clarity of focus on important matters of the Integrated Quality 

Management System (IQMS) to prevent ad hoc interventions. 

• Reviewing reduces the risk for future disappointments. 

• Avoid unnecessary disputes related to appraisal scores. 

• Recognise the importance to deal in an organised and systematic manner 

with all aspects of the developmental appraisal system. 

• Direct actions for the achievement of goals and objectives. 

• Indicate, allocate and describe the roles, functions and responsibilities of 

all role players involved in the appraisal process. 

• The school management team should designate accountability to the 

various role players in the school. 

• The school management team should provide structured channels of 

communication and action, and 

• ensure that all activities in connection with appraisal are part of the 

school's development and review programmes. 

A starting point for an appraisal management plan is the adoption of the Integrated 

Quality Management System (IQMS) as a directive of how to implement an appraisal 

management plan as part of a whole school evaluation programme (Department of 
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Education, 2001:30). A prerequisite is that teachers should be involved from the onset 

to ensure that they are informed, committed and trained regarding the implementation of 

the intended management plan. The school management team and school 

development team provide leadership for the appraisal management plan in schools. 

Participation in the management plan requires accountability from all role players. The 

management plan serves as a clear framework for management initiatives and 

guidance to ensure appraisal practices of a high standard (Smit & Cronje 1997:441). 

A school management plan should be developed in such a way that it could be 

implemented in practice. Sufficient guidelines should be included for the 

implementation of the intended management plan while adequate and continuous in-

service training and follow-up actions must form part of the strategy to increase 

competence and to prevent the occurrence of tension (Thompson, 1993:11). A 

management plan further requires continuous and end of the cycle review initiatives to 

identify and to redress any shortcomings. A reliable appraisal of the successes and 

failures of all aspects and implementation of a management plan is a prerequisite for 

future alignment and improved effectiveness. 

An important advantage of a management plan is that it ensures clear guidelines for the 

members of the school management team to provide specific guidelines for the 

implementation of DAS to teachers (Millar, Cruter & Hargie, 1992:6). The following 

section deals with a school improvement policy to implement a developmental appraisal 

system in schools. 

3.9.1 A school improvement policy for the implementation of DAS 
Each school is viewed as a self-reliant learning organisation that has to take the 

responsibility to develop its own school related policies according to national and 

provincial directives. A policy, in this case a school appraisal policy, provides specific 

and officially accepted guidelines and directives for the implementation of an appraisal 

plan in a school. An appraisal policy has to indicate what is intended by appraisal, how 

to achieve the objectives, who is responsible for certain evaluation actions, what 

instruments are to be used and when to take actions in connection with appraisal. It is 

expected from the school management team to initiate and facilitate the appraisal 

process as well as to accept responsibility for the implementation of such a policy. 
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3.9.2 An analysis of DAS implementation 
A management strategy for the implementation of the developmental appraisal system 

in schools has to include a review process to analyse and evaluate what was being 

done to identify and address the primary problems and challenges. The continuous 

monitoring of the successes and failures of the implementation of appraisal in schools is 

an important aspect for the purpose of future alignment. Review of the implemented 

plan and predetermined performance criteria inform the school management team, 

teachers and learners what is working and how well it is working. The peculiar nature 

and specific circumstances of each individual school has to be reported in the review 

process to identify situation-specific and idiosyncratic problems. 

3.9.3 Inefficient implementation of the developmental appraisal system (DAS) 
Fiddler and Atton (1999:23) express euphemism as "poor performance" to cover the 

range of teachers whose work might be categorised as ineffective and defined them as 

teachers who "have major failures in a number of critical aspects of their work." Stoll 

and Myers (1998:12) utilize the following words to describe inefficient schools: failing, 

ineffective, underachieving, struggling, swaying, stuck, sinking and sliding. Stoll and 

Myers (1998:13, 14) link the usage of language to describe failing schools with the 

"culture of blame." While it may be easy to point fingers directly at the under-performing 

teacher, it can be argued that such teachers present a range of symptoms that can be 

located for example in a negative work ethos. An understanding of the reasons for 

inefficiency is a valuable asset to the school management team to avoid pitfalls and to 

strategise to overcome existing challenges. 

3.9.3.1 Individual teacher complexities 
Since 1994, the South African Government has used a combination of fiscal measures 

to achieve the goal of equity in education (Jansen & Taylor, 2003:152). These 

measures were intended to redress the considerable gap between rich and poor 

schools in terms of overall quality of education to improve access to education for more 

and poorer schools. These complexities are also in relation with an individual's 

upbringing and training. The point is that developing any organisation or school to 

accept a new dispensation or policy, needs management to invest many resources that 

will properly include the training of staff to facilitate sustainable change (Molale, 
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2007:78). Being aware of the complexities can at least help school management to 

understand the individual teacher better. 

3.9.4 Working circumstances 

Molale (2007:70) points out that a lack of common understanding of the policy among 

the key policy implementation at different levels has the potential of affecting 

implementation negatively. Therefore sometimes, the under-performance of teachers is 

brought about by the nature of their immediate working circumstance. This may 

include: 

• teaching in cramped or inappropriately space 

• poor or no facilities 

• limited access to resources 

• no induction process 

• no assistance from colleagues 

• no access to further training and 

• A lack of commitment from management. 

In this circumstance, some initial difficulties for a new or inexperienced member of staff 

can quickly escalate into momentous problems. Teachers in this situation can feel 

disempowered and dispirited and may need considerable encouragement to try out new 

approaches and to request better facilities and resources. The significance of stating 

these circumstances is that it provides specific knowledge of the challenges in relation 

to the implementation of an appraisal process in schools. 

3.9.5 A support plan 

During the discussion about the appraisal participation with the staff member, the school 

manager should try to agree on more than three areas for the teacher to work on, 

ensuring that one of these can easily be dealt with so that success is built into the 

developmental plan for the teacher. It is important for school management to be precise 

about the shortcomings and development areas as it is identified and agreed upon. A 

preliminary support plan will then need to be written with three SMART (specific, 

measurable, achievable, realistic, time-lined) targets and a realistic timeframe for 

progress to be made (Jansen & Taylor, 2003:152). 
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3.10 A SCHOOL MANAGEMENT PLAN FOR DAS IMPLEMENTATION 

An advantage of a school management plan for appraisal implementation is that it 

describes the various roles, responsibilities, actions and target dates for 

implementation. These clear and agreed-upon requirements are favourable to provide 

beneficial training for the effective implementation of a developmental appraisal policy. 

Another consequence of importance for the utilisation of a management plan is that it 

holds the different role players accountable according to the requirements of the 

appraisal management plan which again is based on the school appraisal policy. A 

management plan for appraisal has to utilise in-service training opportunities and should 

include a continuous (formative) as well as summative evaluation to identify and redress 

any shortcomings. 

3.10.1 Class visits 
Blase and Blase (1998:119) are of the opinion that well-planned class visits and the 

visibility of the principal have a positive effect on the culture of teaching and learning. If 

the principal, as an instructional leader, does not conduct class visits, it reveals his 

unwillingness to assume this specific responsibility. Teachers who feel that they do not 

receive the principal's or school management's support, tends to be relaxed and do 

minimal work. As a result, the principal will lose the respect of teachers who feel that 

they are not an important part of the school. This erodes the culture of teaching and 

learning in the school (Blase & Blase, 1998:120). 

Masitsa (1995:243) agrees with Blase and Blase (1998:119) by emphasising that class 

observations give the principal a direct opportunity to influence teaching and learning 

activities positively. Principals get to know teachers who practice the right things and 

provide them with the opportunity to share ideas through staff development activities. 

The benefits ascribe to class visits by school management make it imperative to form an 

important part of the appraisal management plan. 

3.10.2 Staff development 
Heystek, Roos & Middlewood (2005:126 & 127) state that the importance of staff 

development in the context of education and school as learning organisations cannot be 

over-emphasised. Masitsa (1995:247) maintains that although it is the primary 
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responsibility of the teacher to develop himself professionally, the school management 

team remains an important role player in implementing and conducting the staff 

development programmes and as such the quality of the teaching staff. As an 

instructional leader and head of the school, the principal maintains and establishes a 

policy on staff development. It is however not easy for principals in the previously 

disadvantaged schools in South Africa to conduct staff development programmes, 

because some principals are not well trained in school management or it may be 

applicable for the members of the school management team. 

Blase and Blase (1998:48) concur with Masitsa (1995) that teaching and learning 

cannot be successful if teachers work in isolation. Teachers need new approaches to 

teaching (such as team or sharing ideas with colleagues). If they do not undergo staff 

development, it will have a negative effect on their motivation, self-esteem and 

ultimately the culture of teaching and learning in the school. Steyn (1994:28) supports 

Blase and Blase (1998) as well as Masitsa (1995) in saying that as instructional leaders, 

the school management team will achieve very little if teachers are not encouraged to 

attend workshops, seminars and conferences as part of staff development. During 

these workshops and seminars, teachers have the opportunity to discuss good teaching 

practices, share ideas and are involved in developing and evaluating instructional 

objectives. Teachers will not be able to do their work properly if they are not provided 

with the necessary resources, therefore the culture of teaching and learning will be 

adversely affected. 

3.10.3 Teamwork 
The concept of teamwork embodies the principles of working together and sharing a 

common purpose. The section scrutinize issues relating to school management teams, 

suggesting that managers need to consciously foster and develop a teamwork 

approach, in order to implement the development appraisal system effectively (Lumby 

et al., 2003:171). 

Successful team building depends upon a whole school policy to promote cooperation 

as part of teamwork. The policy should seek to help all members of teaching and non-

teaching staff to become aware that effective teamwork is essential if their school is to 

achieve its targets. When members of the school management team are perceived not 
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to be working well together, when there are major differences in the behaviour and 

attitudes to school concerns and when they do not cooperate or communicate as 

members of staff expect them to, they are creating barriers to effective teamwork in the 

school. 

Peters (1989) and Handy (1993) support teamwork for reasons such as: 

■ Teamwork improves communication between people. 

■ Teamwork offers more chance of a creative solution to a problem, 

because different people bring together a range of talents and abilities. 

■ Teamwork can represent the range of interests in a school - which no 

one individual can do. 

■ Teamwork's decisions are more likely to be supported and implemented 

than those made by one person. 

■ Teamwork can offer valuable opportunities for personal and professional 

development, because of the range of tasks available and the range of 

relationships that exist. This part of teamwork forms an important part in 

relation to the implementation of an appraisal system in the school. 

However teams need to be managing effectively in order to respond to the following 

challenges (Lumby et a/., 2003:172): 

• Providing emotional support. 

• Coordinating interaction. 

• Inducting new members of staff or old members into new positions. 

• Generating ideas and 

• Taking collective decisions. 

The team is the main, and sometimes the only source of emotional support for some 

colleagues in a school. Being part of a team enables staff members to have a sense of 

belonging and of shared values and understanding. Appreciation by a team satisfies 

members' needs for recognition, responsibility and achievement. Teamwork is 

furthermore viewed as "an emotional building block of the organisation" (Henley, 

1991:80). Effective teams are regarded as those teams where members are making 
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use of available opportunities to perform optimally in the working environment (Coleman 

& Bush, 1994:270; and Lumby etal., 2003:175). 

In summary it can be stated that teamwork in schools does not provide a specific kind of 

panacea for all the problems faced by school management. Staff development, 

empowerment and involvement by means of teamwork are viewed as positive 

determinants for the effective implementation of a developmental appraisal system in 

schools (Lumby et a/., 2003:183). The school management team has to pay meticulous 

attention to these determinants if they want to realise their goals with respect to a 

successful appraisal programme in the school. 

3.11 COMMUNICATION AND TRAINING 

A lack of communication and clarity about expectations, requirements and what to do 

may result in unnecessary stress for the participants in an appraisal programme. 

Members of the school management who are involved with quality assurance initiatives 

in the school, such as the development appraisal system, need to communicate 

effectively and provide sufficient and appropriate training to all staff members who 

participate in the quality assurance initiative. Effective communication and appropriate 

training by the school management team will prevent uncertainty, confusion and 

accompanying stress about the implementation of the developmental appraisal system 

(Lumby et ai, 2003:163). 

3.12 CONCLUSION 

This chapter analysed the composition and roles of the school management team by 

describing the related job descriptions of each member of the school management 

team. The roles of school management team include amongst other duties to plan, 

lead, control, direct and manage teachers and learners persistently to ensure the 

professional development of staff members. The leadership role of the school 

management team comprises of leading the school in totality according to the agreed 

upon vision, objectives and needs of the school. The school management team 

executes their leadership role and management functions in coherence and in 
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accordance to the Integrated Quality Management System (IQMS) which is nationally 

policy for all schools in South Africa. 

The next chapter describes the research design and methodology of this research. 
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CHAPTER 4 
RESEARCH DESIGN AND METHODOLOGY 

4.1 INTRODUCTION 
The preceding two chapters provide a literature overview of the role of the school 
management team in implementing the developmental appraisal system in schools. This 
chapter explains and describes the research design and methodology to address the 
research aims stated in par. 1.2.2. 

The research design and methodology will be discussed and the focus will accordingly be 

on the research design, methodology, population, sample, and the trustworthiness of data. 

The purpose of this chapter is to explain and provide a description of how the research 

problem (cf. par. 1.2) was empirically investigated. 

4.2 THE RESEARCH DESIGN 
The research design as a planned systematic investigation in accordance to the research 

problem makes use of a qualitative and interpretative approach and a qualitative case 

study as specific research method. Design in the qualitative context is defined as "the 

entire process of research from conceptualising a problem, to writing the narrative" 

(Creswell, 1998:2). 

4.2.1 Qualitative approach 
A qualitative approach is applied to investigate the research problem to increase the 
researcher's ability to understand, interpret and describe the complex system of 
implementing a developmental appraisal system in a particular educational setting (Ibert, 
Donada, Baumard & Xuereb 2007:80). McMillan and Schumacher (1993:372) as well as 
De Vos et al. (1998:243) maintain that qualitative research is typified as a form of 
naturalistic enquiry, which involves the use of non-interfering data collection strategies to 
explore the flow of events and how participants interpret them. The following 
considerations were taken into account as part of the qualitative approach in this research 
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(De Vos et al., 2005:272; Henning, 2004:32; Leedy & Omrod, 2002:135; and McMillan & 
Schumacher, 2006:315): 

• The most effective manner to obtain the experiences, views and perceptions 

of the school management team and teachers responsible for the 

implementation of the developmental appraisal system in primary school 

selected for the case study will be the use of interviews and focus group 

discussions, which constitute a qualitative research approach. The 

developmental appraisal system (DAS), as a complex measuring instrument 

in the education profession, requires thorough understanding and effective 

implementation in practice by the school management team (SMT) and 

teachers (cf. par. 2.6). In qualitative research, the data and results are 

described in words rather than in numbers as in quantitative research. The 

exact phrasing of participants were captured and used to describe their 

experiences, feelings, views, and beliefs about the developmental appraisal 

system (DAS) and the role of the school management team (SMT) in 

implementing the developmental appraisal system (DAS). 

• A qualitative approach allows for the purposeful sampling of information-rich 

participants that enables an in-depth study and the gathering of worthwhile 

information. Thus, a qualitative research approach facilitates understanding 

and insight into the research problem. 

• A qualitative approach is concerned with interpreting and understanding the 

research problem (cf. par. 1.2) from the participants' perspective and this 

would help the researcher to fulfil the aims of this particular research. 

• A qualitative approach ensures that the researcher is the main research 

instrument. This implies that the researcher can adapt to circumstances to 

obtain valid and relevant information. 

Leedy and Ormrod (2002:141) argue that qualitative research not only unearths 

idiosyncratic behaviours, but significant events, perspectives and experiences can be 

determined and interpreted. 

Chapter 4: Research design and methodology 



86 

4.2.2 A qualitative case study 
A case study can be regarded as an exploration or in-depth analysis of a "bounded system" 

over a period of time (Leedy & Omrod, 2002:135; De Vos et al., 2005:272; Creswell, 

1998:61). The research focused on the implementation of an appraisal programme (DAS) 

of the department of education for a particular group of participants in a particular school. 

The purpose for choosing a qualitative single case study research design is to use 

individual interviews and focus group discussions to obtain in-depth idiosyncratic 

information from the participants about the implementation of the developmental appraisal 

system (DAS) in a particular school. Royer and Zarlowski (2007:164) states that the single 

case study is suitable for theorising (confirm, challenge or extension) about a particular 

event or phenomenon and is regarded as a valid source for generalisation across 

organisations. However, the purpose of this research is not to generalise to a greater 

population, but to report on the views and experiences of participants of a particular 

institution within the schooling system to improve the current practice. 

A rationale for selecting a single qualitative case study for this research is because the 
researcher is part of the working environment for implementing a developmental appraisal 
system at the institution chosen for the case study. The single qualitative case study 
further enabled the researcher to describe and gain an understanding of a particular event 
or case and to formulate related recommendations. 

4.3 RESEARCH METHODOLOGY 
According to Henning et al. (2004:36) research methodology refers to coherent methods 
that complement one another and characterised by "goodness of fit" to provide data and 
findings that reflect the research problem and research purpose. Leedy and Ormrod 
(2002:12) define research methodology as the specific means and techniques the 
researcher follows while conducting the research. The methodology indicates the research 
tools that the researcher uses and focuses on related process and procedures (Mouton, 
2002:75). 
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McMillan and Schumacher (1993:374) point out that qualitative research may include multi 

method strategies to collect data. In this respect, the mentioned authors emphasise that 

reality is such a complex phenomenon and experience that the researcher cannot rely on a 

single method. Qualitative research may employ a variety and/or a combination of data 

collection methods, e.g. participant observation, in-depth interviews and the collection of 

documents. For the purpose of this research, individual semi structured interviews as well 

as focus group discussions will be used as data collection methods. 

4.3.1 Interviews 
Interviewing is regard as an effective research method to obtain information in a manner 

that allows participants to express them self at length and in depth. The interview involves 

questioning the participants while maintaining an empathic demeanour; that is, accepting 

the participant's frame of reference, whether in terms of feelings or relevance (Ibert, 

Baumard, Donada & Xuereb, and 2007:180). The interview as data collection method is 

further regarded as one of the most important sources of information gathering (Yin, 

2003:89; Leedy & Ormrod, 2002:146). Lethoko (1999:111) views the research interview as 

face-to-face interaction or oral exchange between the interviewer and participant or a 

group of individuals. 

The interviewer was able to make follow-ups on questions and responses in order to 

ensure clarity. An initial question was directed to the participants with sufficient opportunity 

to respond in full to the question. After the respondent completed his or her response, it 

was followed by further probing and/or clarifying questions. It was asserted that the 

researcher was able to explore a particular interest and avenues that emerged during the 

interview sessions and the participants were able to provide a fuller picture of experiences 

and opinions (Mouton, 2002:105). 
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4.3.1.1 Objectives of the interviews 
The interview as qualitative data collection method has the following objectives related to 

this particular research (De Vos et al., 1998:297-299; Fox, 2000:85; Lethoko, 1999:111): 

• The interview enabled the researcher to determine what the interviewee 

knows, thinks (attitudes) and experiences about the implementation of the 

developmental appraisal system in a particular school setting as case study. 

• The interview enabled the researcher to account for accuracy, relevance and 
to verify or refute information gained through other methods e.g. the literature 
overview and focus group discussions. 

• The interview enabled the identification of relevant variables, trends and 

relationships. 

• The interview enabled the interviewer to find out things that cannot be directly 

observed and scrutinized. 

For this research, the interviewer sought to obtain relevant information about the role of the 

school management team in implementing the developmental appraisal system (DAS) in a 

particular school as a case study (bounded system) and to understand what De Vos et al. 

(1998:297) refer to as the "... closed worlds of individuals, organisations, institutions and 

communities". 

4.3.1.2 Type of interview 
An interview with a semi-structured schedule was used in this research to provide for 

further probing and clarification questioning to obtain in-depth and information rich data. 

De Vos et al. (2005:296) recommend the use of semi-structured interviews to gain a 

detailed picture and insight of a participant's belief or perceptions about a particular topic. 

The use of a semi-structured interview made it possible for the researcher and participants 

to be flexible during questioning and the provision of responses. The researcher was able 

to follow up on opportunities that emerged during the interview process while the 

participants were able to provide in-depth information. The semi-structured nature of the 
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interviews required a schedule of predetermined questions, but the interview process was 

rather guided by the schedule than dictated by it. The questions of the interview schedule 

covered all the relevant topics of the research aims (cf. Appendix D). 

The participants in the interview process were perceived as the expert on the subject or 
topic and were therefore allowed the maximum opportunity to share all relevant information 
(De Vos et al., 1998:299; Lethoko, 1999:112; McMillan & Schumacher, 1993: 426; Smit et 

al., 1995:26). 

4.3.1.3 Advantages 
Advantages associated with interviews as a data collection method are that interviewing 
(De Vos etal., 1998:300; Lethoko, 1999:112,113): 

• is flexible and offer more freedom to the questioning process with no 

particular or prescribed sequence of questions 

• allows the interviewer to follow up on the questioning as a matter of exploring 
and probing for relevant information 

• enables a systematic process of data collection 

• is a way to record relevant and important information to ensure that the data 

do not get lost, and 

• Semi-structured interviews are less formal than structured interviews that 

allows for more free-flow discussions. 

4.3.1.4 Disadvantages 
Disadvantages of semi-structured interviews are that (De Vos et al., 1998:300; Fox, 
2000:84; Lethoko, 1999:112,113) 

• respondents may feel uneasy and use avoidance tactics if sensitive questions 

are asked 

• responses may be subjective because of certain factors like trust, honesty 

and social distance 
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• the interviewer's control differs from one interview to another 

• a lack of anonymity exists because the interviewer directly observe the 

interviewee, and 

• the interview process requires a proficient interviewer. 

In order to avoid the above-mentioned disadvantages, the researcher ensured the 

participants about the confidentiality of their responses. The researcher was also assisted 

by an experienced co-researcher during the interview process to ensure the 

trustworthiness of conducting the interviews and focus group discussions. 

4.3.1.5 The interview schedule 
De Vos et a/, (2005:297) refer to a questionnaire as a guide for interviews as an interview 

schedule or an interview guide. The interview schedule provided the researcher with a set 

of predetermined questions that were used as an appropriate instrument to engage the 

participant in the interview and the questioning schedule also designated the narrative 

environment. It was imperative for the researcher to use appropriate questions related to 

the research aims in order to address the issue of investigation or research problem (Smit 

et a/., 1995:24). De Vos et al. (2005:297) add that interview questions should be focused 

on the theme of the research to ensure that the responses provide relevant information in 

coherence with the purpose of the investigation. 

The construction of the interview questions was informed by the literature study to facilitate 

an understanding and insight into the research topic and theme. The interview schedule 

consisted of mainly open-ended questions to allow the participants to express themselves 

freely. Measures like peer review and a pilot study were taken to ensure that the questions 

were relevant, non-judgemental and unbiased. 
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4.3.1.6 Conduct of the interviews 
Semi-structured interviews generally last for a considerable amount of time and can 

become intense and involved, depending on the particular topic. After the participants 

were made to feel comfortable and at ease and the ethical issues were addressed, the 

interview process was facilitated by the researcher with the assistance of a co-researcher 

to guide the participants instead of dictating the discussion in a strict manner (Smit, 1995:9-

12). The participants were allowed to determine how the interview precedes within the 

parameters of the research aims. 

The following guidelines were followed to formulate and to ask the questions (Babbie & 

Halley, 1994:246-249; Leedy & Ormrod, 2002:147): 

• The formulation of double-barrelled questions was avoided. 

• Questions did not include jargon or complex words. 

• Relevance of questions was ensured by relation to an extensive literature 

overview. 

• Question formulation was short and to the point. 

• Bias was avoided as well as leading questions which could lead to answering 

in a certain way. 

• Some questions were identified during the interview to encourage participants 

to elaborate about the topic addressed. 

• It was ensured that interviewees were representative of the study population. 

• The principal's office was used as a suitable venue to ensure a quite place 

with minimum distractions and interruptions. 

• Rapport was firstly established and maintained to ensure that the interviewer 

and interviewee were relaxed and comfortable. The interview was conducted 

in an informal manner where the interviewer listened attentively and showed 

interest in what the respondents were saying. 

• The participants' responses were recorded by means of audio recording to 

ensure that everything was captured what each participant said. 

• Questions were asked according to the semi-structured questioning schedule. 
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4.3.1.7 Audio recording of the interviews 
Permission was obtained from the participants for the recording of the interviews which 

enable a permanent and verbatim recording of the interview. All participants approved to 

the recording of the interviews and consequently it was not necessary to make use of note 

taking. Smit (1995:17) state that a tape recorder allows a much fuller record than notes 

taken during the interview. It also means that the researcher can concentrate on the 

interview proceedings. The recordings were used for transcriptions to be used during the 

data analysis phase of the research. 

Tape recording has its disadvantages, e.g. participants may feel uncomfortable being 
recorded and may even withdraw from the interview on these grounds. This was however 
not the case in this research. The tape recorder was placed inconspicuously in order not to 
unnerve the participants or to distract the focus of the researcher. Their fear for the 
unknown was minimised by explaining the purpose of the recording in detail, which was 
solely for the purpose of transcription with anonymity guaranteed. The main advantage of 
the tape recording was that the researcher could re-listen to the recording which facilitated 
the transcription process. 

4.3.1.8 Field notes 
Field notes were immediately written after each interview to encapsulate the researcher's 
impressions and observations. The note taking helped the researcher to remember and 
explore the process and context of the interview. The field notes were a written account of 
the things the researcher heard, saw, experienced and thought during the course of the 
interview (De Vos et ai, 2005:298). 

4.4 FOCUS GROUP DISCUSSIONS 
Focus group discussions are widely used as a qualitative data collection method in 

research (Morgan, 1998:3, 4). 
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4.4.1 Focus group discussions as data collection method 
A focus group is defined as a carefully planned and organised discussion that intend to 

acquire knowledge about an insight into a certain area of interest in an inquisitive manner, 

through a selected group of participants sharing knowledge, ideas, experiences and 

perceptions (Brewerton & Millward, 2004:24; Litosseliti, 2003:24). Focus groups are 

fundamentally a way of listening to a selected group of people and learning from them in 

relation to the research topic. Morgan (1998:6) describes focus groups as a research 

technique that collects data through group interaction on a topic determined by the 

researcher. Focus groups are thus group interviews which is a specific data collection 

method to understanding more comprehensively what people know how they feel or think 

about a certain issue, product or service. Participants are selected for inclusion in the 

focus group discussions because they have certain characteristics in common that relate to 

the topic under investigation. The focus group research technique allows for a group 

situation of participants in which the environment and atmosphere support the free flow and 

sharing of information among group members. 

The researcher, with the support of an experienced researcher, facilitated the group 

discussions in an environment where the group dynamics encouraged the participants to 

participate actively in the discussions. A tolerant environment was established that 

encourages participants to share their knowledge perceptions, points of view, experiences 

without any pressure to vote or to reach consensus (Krueger, 1998:46). 

The participants in the focus group discussions were regarded as the principal source of 

data. The focus group was carefully planned and the discussions were conducted to 

obtain information of interest in an unthreatening environment. 

4.4.2 The size of the focus groups 
Morgan and Collar (2002:71) mention that deciding on the right number of participants 

means striking a balance between having enough people to generate a discussion, but not 

having so many people that some participants feel crowded out. Smaller groups (four to 

six people) are preferable when the participants have a great deal to share about a topic or 
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have intense or lengthy experiences related to the topic of discussion. The number of 

participants in a focus group discussion must allow everyone to participate, while still 

eliciting a range of responses. 

Two focus group discussions were conducted with 5 and 6 staff members respectively of 
the school per focus group discussion. 

4.4.3 Rationale and purpose for using focus group discussions 
The rationale for using focus group discussions in this research was to obtain rich data 
from a particular group of the study population, namely the staff members of the school that 
was identified to take part in the qualitative case study. As a research method, focus 
groups are particularly regarded as a powerful means to explore reality and complex 
behaviour and to facilitate the sharing of experiences and feelings in the presence of 
people whom participants perceive to be like themselves in some way (De Vos ef a/., 
2005:301). 

The purpose of the focus group discussions in this research was to collect data in relation 

to the research aims (cf. par. 1.2.2) by encouraging self-disclosure among participants of 

what they know, think and feel (Krueger & Casey, 2000:7; Morgan, 1998:2). 

4.5 POPULATION AND SAMPLING 
The research was conducted by means of interviews that included the participation of 

members of the school management team as well as participation in focus group 

discussions by selected teachers from the primary school as case study within the 

Lichtenburg Area Project Office (APO) of the North-West Province. 

4.5.1 Study population 
The study population consisted of the all the staff members of the selected school. All staff 
members formed part of the study population, but sampling was applied to select teachers 
for participation in the focus groups. 
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4.5.2 Sampling procedures 
The members of the school management team (SMT) were individually interviewed and 

consisted of the principal, the deputy principal and 3 heads of department. Subsequently, 

a total of 5 interviews were conducted. The educators of the school formed part of the 

focus group discussions and their selection was based according to their participation and 

involvement in the implementation of the appraisal system in the school. Two focus groups 

were formed, namely one focus group consisted of the 5 members from the school 

development team (SDT) and the second group consisted of 6 educators, made up by 2 

educators from each of the school's learning phases, i.e. the foundation, intermediate and 

senior phases. 

The purpose for the sample of educators who participated in the focus groups was to 

gather an information-rich group of people to do an in-depth study and to compile a 

manageable group for research purposes as a case study (De Vos et al., 2005:225; 

McMillan & Schumacher, 1993:378; Lethoko, 1999:107 & Masitsa, 1995:278). 

Consequently, a purposeful sampling method was used in this research. The grouping for 

participation of educators was based on their expertise, position and level of involvement 

with regard to the implementation of the appraisal system in the school. In this regard, De 

Vos et al. (2005:285) emphasise that it is important to consider the participant's functional 

role in an organization. McMillan and Schumacher (1993:378) emphasise that "the power 

and logic of purposeful sampling is that a few cases studied in depth yield many insights 

about the topic". 

4.6 DATA ANALYSIS 
The aim of the data analysis was to identify specific trends and patterns in relation to the 

research problem and aims (cf. par. 1.2). A key principle that was accounted for was that 

the depth and intensity of analysis was underpinned and determined by the purpose of the 

study (Krueger & Casey, 2000:127). The recordings from the interviews and focus groups 

Chapter 4: Research design and methodology 



96 

were verbatimly transcribed and together with the field notes formed the basis for the 

analysis process which is described in the following paragraph. 

4.6.1 The data analysis process 
The researcher transcribed and analysed the interviews as soon as possible after the 
sessions while the proceedings were still fresh in the memory (De Vos, 2005:299). As part 
of the qualitative interpretative research approach that involved the deconstruction of 
textual data into manageable categories, patterns and relationships, the researcher 
considered the words, content, context, frequency of comments, what was not being said 
and strived to identify the "big idea" or bigger picture (Morgan & Krueger, 1998:31; 
Mouton, 2002:108). 

The data analysis process for the gathered responses from the participants of the 
interviews and focus group discussions was conducted according to the content analysis 
procedure as recommended by Henning (2004:104-109) and De Vos et al., (2005: 334). 
The following data analysis procedures were followed: 

• Recording of responses as data by means of audio recording and note taking. 

• Verbatim transcription of the recordings. 

• The transcribed text and field notes were firstly read to obtain a general 

understanding of the content and context of the data. 

• Specific segments of meaning related to the research problem and aims were 

at first identified and labelled as part of the coding process (Henning et al., 

2004:104). Secondly, the coding process involved the revision of the 

identified codes for relevance to the research problem and aims while 

categories and patterns were identified and organised according to causality, 

context and coherence. The last step of the coding procedure involved the 

evaluation of all identified codes for comparison and linkage to the research 

topic and to identify a possible central theme. 

• The data analysis process was concluded by describing the categories and 

relationships in relation to the research topic. 
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The data analysis process ensured a systematic and logic approach for the analysis and 

interpretation of the recorded responses. The identified categories and relationships were 

used as primary source for reasoning, argumentation and the description of syntheses and 

conclusions. 

4.7 TRUSTWORTHINESS 
The trustworthiness of the qualitative research is based on rigour to assure the required 

reliability and validity (Tobin & Begley, 2004:389, 390; Twycross & Shields, 2005:36). 

Rigour refers to integrity and competence in conducting the empirical research by adhering 

to detail and accuracy to ensure the authenticity and trustworthiness of the data, findings 

and conclusions. 

4.7.1 Trustworthiness of interviews and focus group discussions 
Trustworthiness, according to De Vos et al. (2005:349), reveals the truth-value, 

applicability, consistency and neutrality of the research results as discussed below. 

4.7.1.1 Truth value 
Truth-value, according to De Vos et al. (2005:350), is the confidence that the researcher 

has in the truth of the findings, based on the research design, the informant and the context 

in which the research was conducted. The truth-value of this research was obtained from 

the sharing of expertise from the staff members of a particular primary school who willingly 

participated and associated themselves with the aims of this research. 

4.7.1.2 Applicability 
De Vos et al. (2005:349) define the applicability of research findings as the degree to which 

the findings can be applied to other contexts and situations. Although the focus of this 

research is based on a single case study of a particular school and therefore not general 

sable, there are some generic aspects that are applicable to other school situations within 

the education system because no school is an isolated entity in itself. 
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4.7.1.3 Consistency 
Consistency refers to the reliability of research results if the research is conducted again 

with the same participants or in a similar context (De Vos et a/., 2005:350; McMillan & 

Schumacher, 1993:155). 

4.7.1.4 Neutrality 
Neutrality of research results refers to freedom from bias in the research procedures and 

results. Neutrality was ensured by the researcher who was cautious and deliberately did 

not indicate or show any bias towards any aspect that was part of the empirical section of 

this research (De Vos et a/., 2005:350). 

The above-stated aspects related to the trustworthiness of the research were addressed by 

the researcher in the following ways (De Vos et a/., 2005:359; McMillan & Schumacher, 

1993:395): 

• Confidentiality was assured. 

• Questions were asked in simple understandable language. 

• An experienced co-researcher rendered assistance during the interview 
sessions and focus group discussions. 

• An experienced co-researcher reviewed the data analysis and interpretive 

process. 

The stated criteria to ensure the trustworthiness of the qualitative research process were 

regarded as parameters to obtain reliable and valid information in accordance with the 

research aims and did not serve as fixed restrictions (Freeman et a/., 2007:29). The 

legitimacy of the interaction sessions with the participants was also assured by clear 

conceptualisation, a purposeful design of the interview and focus group schedules, the 

conduct of a pilot study as well as a planned protocol to conduct the sessions with the 

participants. 
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4.8 ETHICAL ASPECTS 
Ethics in research refers to the social code that conveys moral integrity and adherence to 

widely acceptable values in the research fraternity. Ethical considerations for the empirical 

section of this research included individual and professional codes of conduct during the 

development and conduct of the research. General ethical standards for educational 

research that were taken into account, were a commitment to honesty, an avoidance of 

plagiarism and respect for the dignity and privacy of the respondents (Busher, 2002:73). 

Steps to ensure adherence to research ethical standards include inter alia the following: 

4.8.1 Permission 
Permission to conduct the research in the school identified for the case study was obtained 
from the North West Province Department of Education (NWDoE) (cf. Appendix B). 
Permission was also obtained from the principal of the school and these letters of consent 
were available during all the interview and focus group sessions. Consent from all the 
individual participants was also obtained before the interview and focus group sessions. 

4.8.2 Interviews and focus group discussions 

The interview process was initially discussed to familiarise the participants with the 

empirical procedures according to the following topics: the research theme, the purpose 

and objectives of the interviews, an explanation of the procedures of the interview, the 

recording of responses and the analysis of the results and the reporting of the findings of 

the interview. 

Permission to record the interviews and focus group discussions by means of audio 

recording was obtained from each participant before starting these sessions. Participants 

were assured of the anonymity and confidentiality of their participation and responses. The 

researcher adhered to two important aspects during the interview process, namely to (Yin, 

2003:89): 

• follow the line of inquiry as reflected by the case study design and to 
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• Ask questions in an unbiased manner in accordance to the needs of the line of 
inquiry. 

Caution was taken not to subject the participants to any risk of unusual stress, 

embarrassment or loss of self-esteem. The sessions were conducted in accordance with 

the ethical requirement to gather data and to report the results in a complete and honest 

manner. The sensitivity of different attitudes, norms and cultural expectations is respected 

and appreciated by the researcher (Partington, 2003:35). 

4.9 ADMINISTRATIVE ASPECTS 
Administration in relation to this research involves obtaining the various permissions from 

all the role players and stakeholders in the research. Administration arrangements 

included for example the following aspects: 

• Appointments were made with all the participants in school selected for the 
case study to conduct the interviews and focus group discussions. 

• A suitable venue was organised and reserved for conducting the interviews 
and focus group discussions. All participants agreed to the arrangements 
with the venue which was the office of the principal that ensured privacy. 

• All appointments were confirmed with the participants ahead of time. 

• The semi-structured interview and discussion schedule was prepared and 

adapted after the pilot phase and was used as a guiding measure to conduct 

the interviews and focus group discussions. 

An organised administration system was developed by the researcher for the filing of the 
interview and focus group data, transcriptions, findings and results. 
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4.10 CONCLUSION 

In this chapter, the research design, methodology and data analysis procedures were 

discussed. The advantages and disadvantages of the interviews were highlighted and 

explained, while reasons were described on how to deal with interview challenges during 

the process. Concepts such as trustworthiness, confidentiality were also described. 

Ethical considerations were addressed while the chapter concluded with some 

administration measures to assure the effective use of research material. The detailed 

description of the research design and methodology provided a clear framework and 

parameters for the researcher to effectively conduct the empirical part of the research. 

The next chapter presents the analysis of the data. 
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CHAPTER 5 
DATA ANALYSIS 

5.1 INTRODUCTION 
The empirical section of this research consists of qualitative semi structured individual and 

focus group interviews. The aim of the interviews and focus group discussions were to 

establish the extent of knowledge and experiences of the SMT members and teachers of a 

particular school as a single qualitative case study. This chapter reports on the analysis 

and interpretation of the gathered data. The data analysis of the semi structured individual 

interviews will be presented firstly, followed by the data analysis of the focus group 

discussions. 

5.2 ANALYSIS OF THE DATA FROM THE INDIVIDUAL INTERVIEWS 
The analysis of the qualitative data from the individual interviews revealed seven 

categories from the coding procedure (cf. par. 4.1.1). The data is presented according to 

the seven identified categories which are as follows: 

1. The purpose of DAS 

2. The role of SMT members in relation to DAS 

3. Training for the implementation of DAS 

4. Guiding documents 

5. Teachers' perspectives concerning DAS 

6. Implementation challenges 

7. Recommendations 

The following section presents the analysis and interpretation of the data from the 

individual interviews. 

5.2.1 The purpose of DAS 
This part of the research reports on the responses related to the purpose of DAS and are 

presented in table 5.1. 
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Table 5.1 Responses: The purpose of DAS 

the purpose of DAS n=5 

Interview question: What is the purpose of DAS? f 

To develop teachers professionally 5 

To improve teacher performance 2 

To assist teachers 1 

To encourage teachers 1 

The participants from the SMT indicated that the purpose of DAS was aimed to develop the 
professional competency of the teachers (f = 5). An example of a response in this regard 
was: "The purpose of DAS is to develop teachers professionally." Although broadly stated, 
the participants were clear about the purpose of DAS to improve, assist and to encourage 
the teachers who partake in the DAS programme of the school. These responses were in 
accordance with the intension of DAS to ensure an ever-improving team of teachers (cf. 
par. 3.4.1). The agreement on the purpose of professional development by all the 
participants were further described by some participants as performance improvement (f = 
2), assistance (f = 1) and the encouragement (f = 1) of teachers. Noteworthy is that none 
of the participants mentioned that the purpose of DAS was related to a negative evaluation 
or inspection system in the school. In conclusion about this category of responses, it could 
be stated that there was consensus among the participants that the implementation of DAS 
aimed to develop their professional competence and performance as teachers. 

5.2.2 The role of the school management team (SMT) in implementing DAS 
Responses captured in this category represent the participants' viewpoints and perceptions 

about the role of the management team (SMT) in implementing the development appraisal 

system (DAS) and are presented in table 5.2. 

Chapter 5: Data analysis 



104 

Table 5.2 Responses: The role of SMT members in implementing DAS 

The role of the SMT in relation to the implementation of DAS n=5 

Interview question: What is the role of SMT in implementing DAS? f 

To ensure that DAS is implemented in the school 2 

To manage and come up with remedies for teachers 2 

To facilitate the implementation of DAS 1 

To support teachers 1 

To follow the DAS policy 1 

Responses were recorded that viewed the role of SMT members as more complex than the 
mere implementation of DAS by being more specific with reference to the management 
function and remedial actions of the SMT (f = 2). Participants also responded descriptively 
with remarks such as: "... to facilitate the implementation process of DAS," (f = 1) "... to 

support teachers" (f = 1) and "... to follow the DAS policy (f = 1). The responses of this 
category are in coherence with the perspectives from the literature review (cf. par. 3.5.2). 

The responses about the role of the SMT indicated that the implementation of DAS must 

be seen in concurrence with the management and provision of support and direction to the 

teachers for their professional development and the improvement of the teaching and 

learning in the school (cf. par. 3.9). Hall (1997:63) mentions that the role of the SMT to 

implement the DAS was to ensure that policies were followed and implemented in schools. 

The participants' responses testify of an extent of certitude about the role of the SMT to 

implement DAS in the school. An understanding about the role of the SMT is imperative 

for the effective implementation of a DAS programme and the recorded responses serve as 

proof of a substantial degree of understanding in this regard. 

5.2.3 Training for the implementation of DAS 
Responses to this section refer to the training in relation to the implementation of DAS and 

are represented in table 5.3. 
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Table 5.3 Responses: Training for the implementation of DAS 

Training for the implementation of DAS n=5 

Interview question: What training did you receive to implement the DAS? f 
Time for training was insufficient 5 

Attended SDT training internally in school 3 

Attended departmental workshop 2 

Duration of training / workshop 3 days 2 

The above-recorded responses can be clustered into training received and some 

perspectives on such training. The participants considered the training received for the 

implementation of DAS as insufficient (f = 5). Examples of such responses are: "Time 

allocated for training was not enough." "We were not well trained, three days is not enough 

for proper training." Based on their experience with the DAS implementation, the 

participants indicated that the teachers were internally trained by the school development 

team (SDT) to implement DAS (f = 3). A response in this regard was: "We attended an 

internal workshop conducted by the deputy principal, but obvious, three days is not enough 

for training". The participants expressed the point of insufficient time for training (f = 2): 

"There was not enough time for workshop-training". This category of responses implied 

that training in relation to the implementation of DAS needed to be evaluated for 

effectiveness and impact on the competencies of teachers. The insufficient duration of 

training signified that the participants mainly depended on their interpretation, 

understanding and experiences of DAS policy implementation. It showed that the SMT 

were concerned about the time frame that was allocated for training and workshops and 

may be indicative of a need for more intensive and effective training to implement Das in 

the school. 

The literature review support the training aspect as important for teachers to ensure that 

specific weaknesses of teachers could be identified and be addressed through training, 

counseling, coaching and mentoring (cf. par. 3.11). 
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5.2.4 DAS guiding documents 
The responses in this section represent the views and experiences of the participants with 

regard to the availability and use of DAS guiding documents. 

Table 5.4 Responses; Availability and use of DAS guiding documents 

Availability and use of DAS guiding documents n=5 

Interviews question: Are DAS guiding documents available in the school? f 

Department supplies guiding documents in schools 4 
There are sufficient guiding documents 4 
Provide recent documents with more information 1 

Newly appointed teachers are not supplied with DAS documents 1 

On the basis of the responses depicted in table 5.4, it is noticeable that the participants 
reported that there were sufficient guiding documents for the implementation of DAS. The 
responses in relation to the supply of guiding documents include amongst other responses: 
"The department supplied guiding documents in schools for teachers." It can thus be 
deduced that applicable DAS documents were supplied by the Department of Education to 
assist teachers and the SMT in implementing the DAS policy in the school. A specific 
problem of DAS documents that were not supplied to newly appointed teachers was 
recorded (f = 1). This state of affairs may be viewed together with the implementation of an 
induction programme for newly appointed teachers. This particular response furthermore 
emphasizes the need to inform and update newly appointed teachers comprehensively 
about the implementation of DAS in the schools. 

In conclusion, it could be mentioned that the department of education supplied documents 
to improve the implementation of DAS in schools. The need for proper and appropriate 
training (cf. par. 5.2.3) and the supply of documents to all teachers could be considered as 
a requirement for the successful implementation of the DAS policy in the school. 

5.2.5 Teachers' perspectives concerning the DAS policy 
Responses in this category represent the perspectives of teachers concerning the DAS 
policy in table 5.5. 
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Table 5.5 Responses; Perspectives of teachers concerning the DAS policy 

Perspectives of teachers concerning the DAS policy n=5 

Interview question: What are the perspectives of teachers concerning the 
DAS policy? 

f 

Teachers are familiar with the DAS policy 4 

DAS is effectively managed at school 4 

Teachers accepted DAS policy 4 

Misinterpretation or lack of common understanding of DAS policy occurs 2 

Teachers fear the unknown and felt intimidated 1 

To implement DAS programme is time consuming 1 

Responses in relation to the perspectives and experiences indicated that teachers from the 

case study school were familiar with the DAS policy (f = 4). "Teachers are familiar with 

DAS policy". Furthermore, DAS was perceived as effectively managed (f = 4) in the school 

and finally teachers had accepted the DAS policy with the hope of the improvement of their 

professional development. "As the SMT, we manage DAS effectively and try to assist one 

another to implement it correctly." "As managers in the school it's our responsibility to 

ensure to it that DAS programme is implemented." Some responses were also noted 

about misinterpretation and a lack of common understanding of the DAS policy (f = 2). The 

misinterpretation and lack of common understanding have the potential to contribute to 

possible conflict among staff members. A particular response indicated a fear among 

teachers for the unknown and also felt intimidated to an extent by the implementation of 

DAS in the school. The response in this regard was: "It was difficult to implement DAS as 

teachers were fearing of the unknown and felt intimidated". The tone of the individual 

participant's response denoted a negative experience and potential hindrance for the 

successful implementation of DAS in the school. 

In coherence with the literature review (cf. par. 2.9.3) some participants' responses 
indicated that with lack of common understanding among teachers, that could lead to the 
stagnation of their professional development. According to the literature review, it is clearly 
mentioned that the implementation of DAS will improve working relationship, performance 
and development the in professional careers of teachers (cf. par. 2.10.2). 
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It is interesting to note that some SMT members argued that the implementation of DAS 

was time consuming while they were the very people who were entrusted with its 

successful implementation in the school. That might create an unfortunate situation where 

they did not make an effort to ensure time efficacy in relation to implementation issues. In 

summary, it could be deduced that some of the participants were of the opinion that 

teachers were familiar with DAS even though a need exists for more information pertaining 

to professional development. 

5.2.6 Challenges facing the SMT in implementing the DAS policy 
Table 5.6 denotes the challenges faced by the SMT in relation to the implementation of the 

DAS policy. 

Table 5.6 Responses: DAS implementation challenges 

DAS implementation challenges n=5 

Interview question: What are the challenges faced by the SMT to implement 
DAS? 

f 

Lack of support from the Department of Education 5 

No follow ups from departmental officials 5 

Lack of toleration between SMT and teachers 3 

Lack of resources in schools 2 

The lack of support from the Department of Education was the challenge that obtained the 
majority of responses (f = 5). The responses in this view were amongst other: "The major 

challenge is that there is no development intervention at all for the DAS process from the 

Departmental officials". The high score of responses from the participants in this section 
serves to an extent as a call for support and cooperation from the Department of Education 
to be more involved with the implementation of the DAS in schools. This viewpoint is 
supported with various indicators from the literature overview (cf. par. 2.10). The 
participants' responses (f = 5) further highlighted the issue of no follow-up action from the 
Department of Education. An example in this regard was: "... from the department there is 

no support as some of the DAS work belongs to the department role". The responses to 
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this question item are indicative of a need by the SMT for continuous and specifically follow 

up support to effectively implement the DAS policy in the school. 

A lack of tolerance between the SMT and the teachers corps with regard to the 

implementation of DAS in the school was also identified (f = 3). An example of a response 

in this regard was: "The SMT can play a bigger role to ease the tension that prevails 

among them and the teachers as well as tension among the teachers themselves." 

Tension has to be identified at an early stage and be dealt with decisively; otherwise it may 

lead to serious conflict that could negatively influence work relations in the school. 

Responses were also recorded that the school lacked enough resources for teachers to 

improve the culture of teaching and learning (f = 2). 

The participants mentioned a few other challenges to implement the DAS in their school 
and can be listed as follows: 

• Teachers were appraised and a school improvement plan (SIP) was prepared 
and forwarded to the department, but no feedback was received. This state 
of affairs created problems and a negative attitude towards the department of 
education within the school. 

• The Department of Education (DoE) came up with a lot of policies within a 
short space of time and that caused teachers to resist to adapt, and also to 
concentrate on one policy at a time to allow adaptation and effective 
implementation. 

• The issue of whole school evaluation (WSE) was strongly advocated by the 

Department of Education, but the WSE support team did not come to visit the 

school and anticipated expectations did not realize in the school. 

The previous sections focused on issues of DAS implementation in the school, while the 
next section deals with recommendations to ensure the successful implementation of DAS. 
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5.2.7 Recommendations 
The following responses represent the recommendations from the school management 

team. 

Table 5.7 Recommendations 

Recommendations from the school management team n=5 

Interview question: What recommendations can you make with regard to the 
implementation of DAS? 

f 

Department should assist, visit and support schools 4 

One policy at a time for teachers to adapt 3 

The department of education should provide resources 2 

The department of education should alleviate class overcrowding 1 

A common response among the participant was that the department of education should 

assist, visit and support the school to ensure the proper implementation of DAS in the 

schools (f = 4). The participants also reacted strongly that the department of education 

should put in place one policy at a time for teachers to adapt. "There are lots of policies 

that are put in place within a short space of time." The responses from the members of the 

school management team were indicative of possible policy overload in the school. The 

members felt that they were overwhelmed and can't manage the many policies to be 

implemented at the same time in the school. 

Another response points to the provision of resources for the successful implementation of 

DAS in the school (f =2). An example of a response in this regard was: "The department 

only demands reports from school, no resources are provided by the department for the 

implementation of DAS". Finally, only one participant raised the issue of the school having 

an excess number of learners. Overcrowding is regarded as a stumbling block, not only for 

the effective implementation of DAS, but also for the provision of quality teaching and 

learning. 

The following section is the second phase of the qualitative data analysis, namely the 

discussion of the data acquired from the focus group discussions (cf. par. 4.1). 
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5.3 FOCUS GROUP ANALYSIS 
The research methodology for conducting the interviews is in accordance to the methodogy 

described in par. 4.4. The recording of the discussion from the focus groups was audio-

recorded for the purpose of transcribing and analysis. The analysis of the focus group data 

was done by applying the content analysis process as described in par. 4.6.2. The 

transcripts were read at first to acquire a general idea of the gathered data. The analysis 

was followed by a coding process that resulted in the following six categories. 

1. The purpose of DAS 
2. The role of the SMT in relation to DAS implementation 
3. Training for DAS implementation. 

4. Guiding documents 
5. Teachers' perspectives in relation to DAS 

6. Recommendations 

Associated responses from the transcripts were assigned to the identified categories and 

are presented in table format. The nature of the discussions in focus groups did not make 

it viable to determine how many participants supported or opposed any of the comments 

made during the focus group discussions. For this reason of not identifying the specific 

number of respondents for a particular response, the frequency per response is not 

indicated or utilised. 

5.3.1 The purpose of DAS in the school 
Responses in this category represent the participants' opinion and experiences about the 

purpose of DAS and are presented in table 5.7.1. 
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Table 5.8 Responses: The purpose of DAS in the school 

The purpose of DAS in the school 
Focus group question: What is the purpose of DAS in the school? 

To develop teachers 

To assist teachers 

To improve the quality of teaching and learning in schools 

To enhance the personal and professional growth of teachers 

To enable teachers to earn better salaries through performance and achievement 

Responses from the focus groups were to a great extent in coherence with the responses 

from the individual interviews. The common responses were to develop and to assist the 

teachers in their professional development. An example of a response in this regard was: 

"... to enhance the professional development of teachers." The equivalence of responses 

from the focus groups and interviews points to a uniform awareness about the purpose of 

DAS in the school. A uniform sense of purpose can be regarded as an advantage for the 

successful implementation of DAS in the school. This viewpoint about the purpose of DAS 

is also consistent with the viewpoint from literature (cf. par. 2.5). The ultimate aim of 

assistance to teachers and their professional development is directly linked to the core 

function of the school, i.e. the improvement of teaching and learning. Responses from the 

focus group also related the purpose to the enhancement of the personal growth of 

teachers. Personal growth and professional development go hand-in-hand and the 

enhancement of the one necessarily affects the other in the same manner. A more 

tangible purpose was recorded that include the empowerment of teachers to increase their 

salaries, based on proven performance criteria 

Although the participants demonstrated a clear sense of purpose, the statements were in a 
sense broad statements that border on idealism. This argument is raised because the 
responses did not provide any specific information on teacher development. Nevertheless, 
it had emerged from the responses that the participants were aware of the purpose of DAS 
as it was stated in the policy documents. In summary, the responses from the focus 
groups strongly indicated a focus on the professional development of teachers. 
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5.3.2 The role of the SMT in relation to the implementation of DAS 
Responses in table 5.9 represent the participants' reaction to the role of the SMT to 

implement DAS in the school. 

Table 5.9 Responses: The role of the SMT in relation to the implementation of DAS 

The role of the SMT in relation to the implementation of DAS 

Focus group question: What is the role of the SMT to implement DAS in the 
school?  

To make sure that teachers are trained about DAS 

To ensure proper teaching takes place 

To conduct internal workshops for teachers 

To provide guidance and to assist teachers 

To monitor and co-ordinate the DAS process 

To ensure that DAS is well implemented 

The responses of this category provide the views of participants about the role of the SMT 
to implement the development appraisal system (DAS) in the school. The respondents 
indicated that the role of the focus group included amongst other things to make sure that 
teachers are trained to understand the process and implementation of DAS. Training has 
to link the implementation of DAS to the improvement of teaching and learning strategies. 
It was pronounced that the role of the SMT also includes organizing and conducting 
internal workshops for teachers to enable them to cope with the implementation of DAS. A 
comment in this regard was: "The role of the SMT is to present workshops to teachers in 

which school management provides guidance, monitor and co-ordinate the appraisal 

process." The role description of the SMT is in accordance with the guidelines as 
portrayed in the literature review (cf. par. 2.4.4). 

The focus group responses are in support of the intention of DAS to ensure an ever 

improving team of teachers. Responses further illustrated a particular focus on the 

teachers and specifically on the professional development of their competencies (cf. par. 

2.5). 
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The next category of responses deals with training in relation to the implementation of 
DAS. 

5.3.3 Training for the implementation of DAS 
This section represents the responses pertaining to training for the implementation of DAS. 

Table 5.10 Responses: Training for the implementation of DAS 

Training for the implementation of DAS 
Focus group question: What training was involved for the implementation of 

DAS in the school? _ _ 
Attended training by the department of education 

Training was not sufficient 

Training was not fruitful more clarity was needed 

More skills and information is needed 

The school development team (SDT) attended a three days training session conducted by 

the department of education. SDT members were expected to cascade the acquired 

information and competencies to the teachers of the school in a three days training session 

(cf. par. 2.6 & 2.7.4). Critical comments from the respondents included that the training 

was conducted by unskilled departmental officials who could not provide answers to their 

concerns during the training session. The transcription captured in this regard the following 

quotation: "Training was not sufficient as there were some short falls that were 

experienced by teachers and their concerns were not met by department officials". 

Particular comments were made that the training was not fruitful as policy implementers did 
not show clarity that was needed to implement DAS correctly and legibly. In addition some 
comments were made that indicated a need for more information and skills. "No! Training 

was not sufficient, therefore there is a need for more training session for teachers." 

Problems that emerged in managing the proper implementation of DAS in a school were 
indicated by the respondents as insufficient training. 
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5.3.4 Availability of guiding documents 
This category of responses in table 5.11 represents the participants' views about the 

availability of guiding documents in the school. 

Table 5.11 Responses: The availability of guiding documents 

The availability of guiding documents 
Focus group question: How available are guiding documents for the 

implementation of DAS in the school?  
DAS guiding documents are available 

Department of Education provided DAS documents 

Still a need for more information from department of education 

A response that captured the view of the participants in the focus group was: "The guiding 

documents are available in schools as the department supplies DAS policy documents to 

teachers, but there is a need for more information from the department". The responses of 
this section verified that guiding documents or policy documents were provided to teachers. 
The need for more information despite of the availability of documents may be explained 
that the teachers need assistance in the interpretation of theoretical content and to apply 
the prescriptions, terminology and constructs of policy documents to the practice of 
appraisal in the school context. 

5.3.5 Perspectives of teachers in relation to the implementation of DAS 
The table below represents the responses of the participants pertaining to the perspectives 
of teachers in relation to the implementation of the DAS policy in the school. 
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Table 5.12 Responses: Perspectives of teachers' pertaining to the implementation of 

DAS in the school 

Teachers' perspectives pertaining to the implementation of DAS 
Focus group question: What are the teachers' perspectives about the 

implementation of DAS in the school?  
Teachers are not familiar with the DAS documents 

Teachers experience fear of the unknown because they are not sure about the 

process and outcome that would affect them 

Teachers feel threatened by the scoring according to performance indicators 

The developmental and improvement programme are available at school but no 

feedback or any follow up action is received from the department of education 

Responses of this category indicated that teachers were not familiar with the DAS 

documents. This response must be seen in conjunction with the previous category of 

responses that reported positively about the availability of DAS documents. The reason for 

for the non-familiarity of available documents is not clear. A related response in this regard 

according to the transcriptions was: "Negative attitudes are caused by non familiarity with 

DAS documents. DAS is only done twice a year and there is lot of paper work". Based on 

the preceding responses, it could be deduced that appropriate support and guidance for 

the implementation of DAS could eradicate or minimize the fear factor as expressed by the 

participants. 

5.3.6 Recommendations for the implementation of the DAS policy 
Responses assigned to this category represent the participants' recommendations about 
the implementation of the DAS policy as presented in table 5.13. 
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Table 5.13 Recommendations 

Recommendations 
Focus group question: What recommendations can you offer to improve the 

implementation of DAS in the school?  
The implementation of DAS must be a continuous programme 

The department of education must be fully involved 

DAS must be incorporated by universities as part of teacher training programmes 

The department of education should provide feedback for improvement 

The participants indicated clearly that DAS must not be approached or implemented as a 

once-off event, but as a continuous process as part of the school year. The implication of 

this response is that DAS is not implemented as a continuous process in the school. 

Another recommendation that occurs like a slogan in most categories of responses is the 

call for better or more involvement in the DAS implementation process by the department 

of education. A particular response of worth refers to the incorporation of the DAS policy 

as part of the initial teacher training programmes by universities. This recommendation will 

address the shortcoming with regard to the induction programmes as reported in par. 5.2.4. 

The importance of follow up and feedback actions were emphasized in this section. The 

implication is that if feedback and follow up interventions are not done, then the DAS 

process is incomplete and school management can certainly not view their efforts as 

successful. 

5.4 CONCLUSION 
This chapter presents and describes the qualitative data from the individual interviews with 

the members of the school management team (SMT) (cf. par. 5.2) as well as that of the 

qualitative data from the teachers who participate in two focus group discussions. 

Positive responses included inter alia a uniform awareness of the purpose of DAS, an 

understanding of the role of the SMT, the availability of documents and personal as well as 

professional growth. The majority of responses were of a negative nature and referred 

mainly to the following aspects with respect to DAS: insufficient training and duration of 
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training session, unsatisfactory competence of trainers, teachers fear the unknown, DAS 

implementation is time consuming, tolerance among staff members, lack of resources, 

policy overload, overcrowding classes and teachers who are intimidated by the scoring 

system of the DAS. The participants present some recommendations for the improvement 

of the implementation of DAS in the school, e.g. the call for more involvement of the 

department of education, the DAS has to be approached as a continuous programme and 

not as a once-off event and the incorporation of DAS in the programmes of initial teacher 

training programmes. 

The responses of this chapter represent an extensive of the implementation of DAS in a 

particular school. The respondents made use of supporting comments, but were critical in 

their description of the implementation of DAS in their school. The responses for the 

participants culminated in recommends to improve the effectiveness of DAS in the school. 

The next and final chapter discusses the findings of the research and recommendations 
are formulated. 
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CHAPTER 6 
SUMMARY, FINDINGS AND RECOMMENDATIONS 

6.1 INTRODUCTION 
This chapter describes a brief summary of the preceding chapters and presents the 

findings of the research in accordance with the stated research aims. Recommendations 

are subsequently formulated which are based on the findings from the literature overview 

and empirical research. 

6.2 SUMMARY 
Chapter 1 serves as an orientation to the complete study and set out an introduction of the 

importance of the research. The chapter outlined the statement of the research problem 

that led to this research. The problems originated from the research problem statement 

and focused on the implementation of DAS in schools. The department of education, 

(1998b:8) requires from members of the school management team to manage the 

implementation of policies and to ensure that appraisal is developmental, fair, reliable and 

valid. Therefore, the Integrated Quality Management System (IQMS) policy makes the 

developmental appraisal system a reality in the South African education system. 

Previously, the focus was on inspection in the schools which used to torment teachers and 
not to develop them professionally. The developmental appraisal system (DAS) was 
introduced to serve the interest of the school managers and the teachers. The orientation 
chapter describes the rationale for the research with a broad overview of related literature 
about the implementation issues of an appraisal system in schools (cf. par. 1.1). A 
research problem was formulated (cf. par. 1.2) with corresponding research questions (cf. 
par. 1.2.1) and research aims (cf. par. 1.2.2). A brief description was provided about the 
research method as in introduction, because a detailed description is provided in chapter 5 
of the research design and methodology. 

Chapter 2 dealt with an explanation of concepts (cf. par. 2.2) and their relevance to the 
research was indicated. The Integrated Quality Management System was explained in 
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detail because the development appraisal system forms part of the IQMS. The purpose of 
the IQMS was outlined to describe the role of DAS in the IQMS (cf. par. 2.3). 

Appraisal as part of the development system in schools was further described with 

reference to the role of the school management team to implement a development 

appraisal system. The purpose of appraisal in schools and the implementation process 

were also investigated and described (cf. par. 2.5 & 2.6). The effective implementation of 

DAS requires guiding principles which were identified and formulated (cf. par. 2.8). 

Challenges and pitfalls in relation to the implementation of DAS were also addressed and 

described (cf. par. 2.9). Lastly, chapter 2 dealt with the requirements and important 

factors to ensure a successful DAS programme in the school, (cf. par. 2.10). This chapter 

described the essence and nature of the phenomenon of appraisal in school according to 

a literature overview. 

Chapter 3 focuses on the organizational structure of the school (cf. par. 3.3) and the role 
of the school management team in implementing the developmental appraisal system 
(DAS) in schools (cf. par. 3.4.2). The roles were described to highlight the importance of 
all stakeholders involved in the implementation process. There-after the focus shifted on 
the composition of the school management team (SMT) (cf. par. 3.5) and a description of 
the responsibilities of the different SMT members responsible for implementing a DAS 
policy. The chapter also dealt with the role of the school management team in relation to 
development of teachers to ensure that professional development was promoted and 
enhanced (cf. par. 3.6). Management principles were identified for the effective 
implementation of DAS in the school (cf. par. 3.7) as well as management barriers (cf. par. 
3.8) in ration to the implementation of a DAS programme. The chapter culminated in a 
proposed management plan (cf. par. 8.1) to provide guidelines for the school management 
team in implementing DAS effectively in the school. Training as an integral part of DAS 
was also investigated and reported on in par. 3.11). The purpose of chapter 3 was to 
explore and elaborate on the functions and roles of the school management within the 
organizational structure of the school. 
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Chapter 4 described the research design and methodology in detail to explain the rationale 

and research steps (cf. par. 4.2). A qualitative single case study was selected as research 

design while the research method was based on individual interviews and focus group 

discussions (cf. par. 4.3 & 4.4). The transcriptions were analysed and interpreted 

according to the content analysis procedures (cf. par. 4.7). Ethical aspects were identified, 

described and adhere to (cf. par. 4.8), while applicable administrative procedures (cf. par. 

4.9) for the research were also described. 

Chapter 5 present the gathered data in tables and the responses were discussed 
according to the identified categories that were based on the coding process. The first 
data set that was presented and discussed was the analysis of the data from the individual 
interviews (cf. par. 5.2) according to the categories of the purpose of DAS, the role of the 
SMT, training, documents, perspectives, challenges and recommendations (cf. par. 5.2.1 -
5.2.7). The final data set involved the analysis of the data from the focus group 
discussions (cf. par. 5.3) which included the same categories as those of the individual 
interviews. Positive responses from the participants included a uniform awareness about 
the purpose of DAS, an understanding of the role of the SMT, availability of documents and 
personal and professional growth. Critique referred to insufficient training, incompetent 
trainers, fear for the unknown, implementation that is time consuming, a lack of resources, 
policy overload from the department of education, overcrowded classes and scoring of 
DAS that intimidates staff members. Recommendations from the respondents included a 
calling upon the department of education to get more involved, a continuous 
implementation approach to DAS and the incorporation of DAS in the initial teacher training 
programmes of universities. 

6.3 FINDINGS 
This section deals with the findings of the research; in accordance with the research aims 

in chapter 1 (cf. par. 1.2.2). 

6.3.1 Findings with regard to research aim 1 
With regard to research aim 1 to determine the context and content of the developmental 
appraisal system (DAS) as a policy in education (cf. par. 1.2.2), the following were found: 
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• The developmental appraisal system (DAS) aimed to develop the professional 
competency of teachers (cf. par. 2.3.2). 

• The developmental appraisal system (DAS) increases accountability of the 
teachers (cf. par. 2.3.4). 

• The developmental appraisal system (DAS) is a policy that aims to encourage 

and improve teachers' performance and learners' achievements at schools (cf. 

par. 2.4). 

• The implementation of the development appraisal system (DAS) process 

consists of different phases that involved different role players and task groups 

(cf. par. 2.6 & 2.7). 

• Certain guiding principles and requirements are valid for the implementation of 

the development appraisal system (DAS) (cf. par. 2.8 & 2.9). 

• Barriers to the successful implementation of the developmental appraisal 
system policy were determined as well as success factors (cf. par. 2.10). 

6.3.2 Findings with regard to research aim 2 
With regard to research aim 2, i.e. to determine the role of the school management team to 
implement the developmental appraisal system (DAS) policy, the following findings are 
applicable: 

• The place and composition of the school management team was explicated in 

the organizational structure of the school (cf. par. 3.2 & 3.3). 

• The role of school management team (SMT) is to manage and oversee the 

day-to-day programme of the school to ensure quality teaching and learning of 

a high standard (cf. par. 3.4). 

• Although the role of the school management team (SMT) can be interpreted in 

an extensive or broad responsibility, there are core-duties, functions and 

management principles that are applicable to school managers (cf. par.3.5 & 

3.7). 
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• The school management team (SMT) should devise and adopt a systematic 

management plan for the implementation of the developmental appraisal 

system (DAS) in order to deal effectively with the requirements and 

implementation of the DAS policy (cf. par. 3.10). 

6.3.3 Findings with regard to research aim 3 
With regard to research aim three, i.e. to identify situation-specific challenges that are 
facing the school management team of a particular school as a qualitative case study to 
implement the development appraisal system (DAS), the following findings were found. 

• A uniform awareness exists among staff members about the purpose of the 

development appraisal system (DAS) (cf. par. 5.2.1 & 5.3.1). 

• The role of the school management team include amongst other the training 

of staff members, to plan, organize, monitor and guide the implementation of 

the development appraisal system (DAS) (cf. 5.2.2 & 5.3.2). 

• Training to implement the development appraisal system (DAS) was 

insufficient. The duration of training sessions offered were too short. The 

trainers were experienced as incompetent (cf. par. 5.2.3 & 5.3.3). 

• Guiding documents to implement the development appraisal system (DAS) 

are available at the school. However, newly appointed teachers indicate a 

lack of applicable documents (cf. par. 5.2.4 & 5.3.4). 

• Teachers experience some anxiety about the implementation of the 

development appraisal system (DAS) because of the unknown factor (cf. par. 

5.2.5 & 5.3.5). 

• Challenges to implement the development appraisal system (DAS) were 

insufficient support from the department of education, no follow up initiatives, 

a lack of tolerance of staff members and a insufficient resources (cf. par. 

5.2.6). 
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6.4 RECOMMENDATIONS 
Based on the literature study and empirical section and in relation to research aim 4 to 
formulate recommendations for the school management team (SMT) of the case study 
school to implement the required developmental appraisal system (DAS), the following 
recommendations were compiled. 

Recommendation 1 
The uniform awareness of the purpose of the development appraisal system (DAS) should 

be strengthen with existing teachers and improved for newly appointed teachers. 

Motivation: An awareness of purpose exists and must be maintained while newly 

appointed teachers indicated a shortcoming in this respect. An understanding of the 

implementation of the development appraisal system (DAS) is a prerequisite for successful 

implementation. 

Recommendation 2 
Barriers to the successful implementation have to be identified in advance according to 
situation-specific circumstances to ensure the effective implementation of DAS. 

Motivation: Barriers are a risk for the successful implementation of the development 

appraisal system (DAS). Timely adaptation to avoid risk factors will greatly enhance the 

changes of success. 

Recommendation 3 
The school management team and task groups involved in the implementation of the 
development appraisal system (DAS) in the school need to clearly indicate and 
communicated their position and place in the organizational structure of the school. 

Motivation: Staff members on grass root level must be informed about the role of the 

school management team as well as the various task groups to effectively cooperate to 

implement the development appraisal system (DAS). 
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Recommendation 4 
The core duties and functions of the school management team (SMT) need to be clearly 

stated and communicated to all staff members involved in the implementation of the 

development appraisal system (DAS). 

Motivation: Staff members and members of the school management team (SMT) need to 
understand the duties, responsibilities and functions of all stakeholders and role players to 
be aware of their specific role and to avoid any conflict of interest. 

Recommendation 5 
A systematic management plan for the implementation of the development appraisal 

system (DAS) according to the idiosyncratic situation of the school should be devised and 

followed. 

Motivation: A management plan provides direction and specific action plans of who do 

what, where and when. Accountability is enhanced and clarified in accordance to the 

management plan. 

Recommendation 6 
Training initiatives and programmes related to the implementation of the development 

appraisal system (DAS) should be reviewed and adapted to answer to the needs of all staff 

members of the school. 

Motivation: Training needs were identified by the staff and management members of the 

school. 

Recommendation 7 
The department of education needs to fulfill a greater role and involvement in the 
implementation of the development appraisal system (DAS) in the school. 

Motivation: The school indicated a need for the department of education to be more 
involved in the implementation of the development appraisal system (DAS) in the school. 
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Recommendation 8 
The implementation of the development appraisal system (DAS) must be implemented as a 
continuous process and not be approached as a once-of event. 

Motivation: The findings indicated preference to a continuous process rather than 

something to do under pressure. 

6.5 POSSIBLE THEMES FOR FURTHER RESEARCH 
The research about the role of the school management team in relation to appraisal of 
teachers in school has revealed some themes for further research and are: 

• An investigation of the role of officials from the department of education in 

implementing the developmental appraisal system (DAS) policy in 

schools. 

• The effectiveness of training provided to implement the development 

appraisal system (DAS) in schools 

• What are the impediments for the effective implementation of the 

developmental appraisal system policy in schools? 

• What are the most effective appraisal methods and instruments that can 
be utilized and be user friendly to teachers? 

6.6 CONCLUSION 
In this chapter, an overview of the preceding chapters and the most important findings 

were described. It was also established that the developmental appraisal system (DAS) 

was an essential component to teachers' professional development as practiced in the 

South African education system. The implementation of the developmental appraisal 

system (DAS) is guided by a clear purpose and related principles to be followed. Lastly, 

relevant recommendations were formulated regarding the effective implementation of a 

developmental appraisal system (DAS). 
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In general, the outcomes of this study exposed that there was partial commitment and 

support from the department of education during the implementation of the developmental 

appraisal system (DAS) in the particular school of the case study. That led to the general 

conclusion that despite the implementation of DAS, teachers perceived and encountered 

some problems to implement the developmental appraisal system (DAS) in the school. 

Finally, some possible themes for further research were identified and described. 
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APPENDIX D 

I N T E R V I E W S C H E D U L E 

Research topic: The role of the School Management Team (SMT) to implement the 

Developmental Appraisal System (DAS) 

1. What is the purpose of DAS in your school? 

2. What is the role of the SMT in implementing DAS? 

3. What training was involved for the implementation of DAS in the school? 

4. Are DAS guiding documents available in the school and how do you use it, if 

available? 

5. What are the perspectives of teachers concerning the DAS policy? 

6. What are the challenges faced by the SMT to implement DAS? 

7. What recommendations can you make with regard to the implementation of 

DAS? 


