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ABSTRACT
This research investigates the South African Developmental Appraisal System (DAS). It is
concerned with exposing implementation problems arising from its perception by educators in four

secondary schools in the Central Circuit of the Inanda District of KwaZulu-Natal.

DAS is the system that the National Ministry of Education uses to identify the developmental needs
of educators so that it may provide satisfactory developmental programmes and thus improve the
quality of educators’ results. However, DAS is beset with problems that affect its implementation,
particularly in secondary schools. This research investigates these inadequacies as they occur in the
implementation of the DAS process. These include the following: problems of the DAS principles;
lack of educator involvement in the design of DAS; problems arising from time constraints;
problems of DAS criteria; lack of support from administrators and inadequate training of appraisers.
The experience of developmental appraisal in England and Wales has been studied in order to
ascertain how the system, used in South Africa, may be improved. The methodology used in this
study ihcludes a mixture of both qualitative and quantitative strategies, a review of available

literature and the researcher’s own observations and experience.

This research also includes recommendations for the improvement of the system of appraisal in
South Aftrica. These are: involvement of educators in the design of DAS; adequate training for all
educators; review of DAS documentation; adequate time for the DAS process; educator

involvement in the design of DAS criteria and the provision of support by administrators.
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the judgemental approach considers only what educators do in so far as attaining what is

expected of them (DAS Manual, 1998:55).

Authors like Darling-Hammond, Wise and Pease (1983:30), writing on appraisal, view the
judgemental approach as bureaucratic in nature. They argue that the judgemental approach,
like the bureaucratic approach, is procedurally oriented and organized with a checklist. It is
designed to monitor conformance to routines.

1.3 THE DEVELOPMENTAL APPROACH -

The developmental approach aims at an acknowledgement of the positive aspects of
educators' performances. In a developmental approach the emphasis is on the strength of
educators rather than their weaknesses, meaning that it is not based on fault finding only, but
also notes the positive aspects of educators' practices. The developmental approach is
formative, qualitative and stresses process rather than product, which means that it focuses on
what the educator does right rather than on what the educator does not do right. It also
acknowledges the fact that teaching and learning are complex processes that can be affected
by various factors, which can make a lesson successful or unsuccessful. During the
developmental approach the appraiser aims at giving as much support as necessary to the
appraisee in order for the appraisee to attain his/her developmental objectives (DAS Manual,

1998:55).

According to Poster and Poster (1993:1) the developmental approach is a means of
"improving the ability of employees to perform present or prospective roles, through the
identification of personal developmental needs and the provision of subsequent training or

self-development opportunities".




Therefore, DAS operates within the "developmental approach" which aims at building on
what the educator knows well and not only informing the educator of what he/she does not
know. DAS aims at improving what the educator perceives as problematic in his performance
by providing ways in which such problems can be dealt with through a developmental
approach. DAS ensures that a person, who is being appraised, is part of decision making
during the appraisal process. Moreover, in DAS educators are involved in critically appraising
each other.

1.4 MOTIVATION FOR THE STUDY

In 1999 when DAS was first introduced in the Inanda District of KwaZulu-Natal, each school
was requested to elect three members, including the principal, to attend training in DAS
processes. Inanda District officials conducted training in March 1999 so that school

representatives could return back to their respective schools to train other educators.

In 2000 Inanda District officials visited all schools to monitor and support educators during
the implementation of DAS. It was discovered that the majority of secondary schools had not
begun with the implementation of DAS and none of them had trained its educators in DAS by

the end of 2000.

In January 2001 the researcher was appointed as DAS co-ordinator in the Inanda District. His
responsibilities were to monitor DAS implementation and give support to educators in all
schools. On his arrival the researcher conducted an investigation to find out why secondary
schools did not implement DAS. It was discovered that educators had a fear of DAS, that it
was another form of traditional judgemental inspection. Educators felt that DAS was imposed
on them since they were not involved in its design and the perception was that they were not

given a chance to raise their concemns about it. Those educators who were trained in 1999




complained that principals had not given them support and time to train other educators in
DAS. On investigation, it appeared that some schools had begun with the implementation of
DAS but educators had problems in understanding the language and the terminology used in
the DAS document. As a result appraisers experienced problems of guiding those who were
appraised (appraisees) according to the selection of criteria during the appraisal process.
Beside these problems there was an indication that educators in secondary schools had
underlying negative perceptions about DAS in the Inanda District. Some of these perceptions

are outlined in Chapter Two.

The researcher's observation and experiences were used to expose the central problems
surrounding the implementation of DAS in the Inanda District of KwaZulu-Natal. This was
done because the researcher had himself béen exposed to these problems of DAS
implementation on a daily basis, as he was dealing with the developmental appraisal of staff

in schools in the Inanda District.

The perceptions of educators and the problems of implementation of DAS in England and
Wales were also reviewed by him to ascertain how these are managed. The researcher chose
England and Wales because it appears that developmental appraisal was successful there when
the, then, Department of Education and Science (DES) first introduced it to schools. The
researcher, therefore, believes that there are lessons to be learnt from England and Wales,
which might be relevant to the situation in the Inanda District of KwaZulu-Natal.

1.5 THE PURPOSE OF THE RESEARCH

The purpose of this research was to investigate the perceptions of DAS by educators at four
secondary schools in the Central Circuit of the Inanda District of KwaZulu-Natal. It was also

concerned with exposing problems caused by these perceptions in the implementation of DAS




in these four secondary schools in the Central Circuit of the Inanda District of KwaZulu-Natal.
This study also aimed at reviewing the perceptions of developmental appraisal of educators in
England and Wales. It was also done to ascertain how these perceptions and implementational
problems of developmental appraisal are managed in England and Wales, so that following
the research findings, solutions to these central problems of implementation in the Inanda
District of KwaZulu-Natal could be recommended.

1.6 RESEARCH METHODOLOGY

The study investigated implementation problems arising from the perceptions of DAS by
educators at four secondary school in the Central Circuit of the Inanda District of KwaZulu-
Natal. The research method used was the researcher's observation, a literature review, simple
random sampling of schools and the application of a Likert Scale questionnaire. The
researcher used his experience and observations to collect some of the information, since he
himself was a specialist in teacher development, with years of experience working with the
developmental appraisal of educators in schools. A study of developmental appraisal literature
in South Africa and other teacher development related documents was carefully done in
preparation for this research. Recent literature in developmental appraisal in England and
Wales was reviewed. Four secondary schools were randomly selected from 22 secondary
schools in the Central Circuit of the Inanda District so that all secondary schools in the Circuit
got an equal chance of being included in the research sample. The Central Circuit was chosen
because, when this study was conducted, it had more secondary schools than any other circuits

in the Inanda District.

The Likert Scale questionnaire was used to allow respondents to indicate the degree of

agreement or disagreement with a series of statements concerning perceptions about DAS. A




Likert scale questionnaire was used because the sum of the responses of each subject reveals
his/her perceptions.

1.7 THE DIRECTION OF THE RESEARCH

Chapter Two will focus on the literature review and the observations and experiences of the
researcher as a teacher development specialist. The introduction and the processes of teacher
appraisal in England and Wales will be dealt with. This Chapter will also examine and
discuss perceptions of secondary school educators in the Inanda District with regard to DAS.
Problems of implementation of DAS at schools, especially at four secondary schools in the

Central Circuit of the Inanda District, will also be described.

Chapter Three will be concerned with the empirical study. The questionnaire design will be
described and procedures for data collection and limitation of the study outlined. The response

data, analysis and discussions of data will be considered.

Chapter Four will be concerned with solutions to the problems of DAS implementation as
identified in Chapter One. Problems will be solved with the use of solutions from Chapters
Two and Three and recommendations suggested.

1.8 CONCLUSION

The researcher believes that if it is said that DAS experienced problems of implementation in
schools, especially secondary schools in the Inanda District of KwaZulu-Natal, these
implementation problems were caused by the perceptions of secondary school educators. The
researcher from his observations and experiences also believes that DAS implementation in
secondary schools in the Inanda District would be possible if the negative perceptions of
educators were addressed timeously and efficiently by the KwaZulu-Natal Department of

Education and Culture.




1.9 SUMMARY

Chapter One was concerned with the introduction of the research study. A description of the
judgemental approach and the developmental approach were examined in order to
differentiate between a judgemental appraisal system and a developmental appraisal system.
The developmental appraisal system was also described. The motivation for the research was
explained. This Chapter also outlined the purpose of the research and the methodology used
for the research was described. Finally, the researcher concluded that DAS had problems of
implementation that were the result of its perception by educators in schools, particularly in

four secondary schools in the Central Circuit of the Inanda District of KwaZulu- Natal.
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CHAPTER TWO

2.1 INTRODUCTION

This Chapter is concerned with two issues. These are firstly, the perceptions of secondary
school educators concerning the Developmental Appraisal System in the Inanda District of
KwaZulu-Natal and secondly, problems in the implementation of DAS in secondary schools
in the Inanda District. These issues will be examined in the light of a literature survey of
educator developmental appraisals in England and Wales. The researcher's experiences and
observations in South Africa, with regard to developmental appraisal, will also be used. This
Chapter will, therefore, relate the perceptions and experiences of secondary school educators
in the Inanda District concerning DAS to the field experiences of research practitioners with
regard to the perceptions of educators about educator developmental appraisal in England and

Wales.

Educators have been experiencing problems in the implementation of DAS in the Inanda
District of KwaZulu-Natal since the scheme was first introduced in 1999. Some of these
problems were mainly caused by the perceptions of educators concerning DAS and some were
caused by misunderstanding its processes. As the perception of DAS is key to its successful
implementation, the focus of this Chapter is on how educators perceive it and its

implementation.

The researcher, as an experienced teacher and education specialist with years of experience in
dealing with the developmental appraisal of staff in schools, has observed various perceptions

of DAS by educators in the Inanda District, some of which have caused serious problems in




its implementation. Thus, the discussion below is intended to outline and describe these
perceptions and problems in the implementation of DAS, particularly in the secondary schools

of the Inanda District of KwaZulu-Natal.

2.2 THE PERCEPTIONS OF DAS BY SECONDARY SCHOOL EDUCATORS IN

THE INANDA DISTRICT

2.2.1 Perceptions concerning the democratic principle of DAS

The researcher was concerned with the way in which democracy was used by the "appraisal
panels” in the Inanda District. The DAS Manual (1998: 66) defines an appraisal panel in terms
of its composition and the fact that it should be based on three principles, namely, democratic
participation, transparency and collaboration. DAS was designed to ensure democratic
participation in the appraisal process (DAS Manual, 1998: 66). However, it would seem that

secondary school educators perceived democratic principles in different ways.

An appraisal panel, according to DAS Manual (1998:66), should be composed of at least four
people. These people are drawn from the following: the appraisee, a peer (colleague with
adequate experience and knowledge in the same learning area of the appraisee) nominated by
the appraisee, a union representative, a senior management level person such as a head of
department, deputy principal or principal, a person from outside the institution. This person
may be drawn from local non-governmental organizations or from the Circuit Offices, local

colleges, universities or from other support services (DAS Manual, 1998: 66).

It is important to note that appraisees should themselves choose members of their panels. The

problem with this was that educators tended to select social friends when choosing their peers,
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perceiving "peer” as friend. As a result DAS tended to lose some of its objectivity and its aim
of professional development.

According to the literature on DAS the members of the panel should debate different views
until a shared understanding on an issue is reached. This takes time, often a lengthy period
before the members of panels reach consensus. The deadlocks or disagreements resulting from
lengthy debates did impact on the implementation process of DAS and dates frequently had to
be extended. In addition, the researcher found that bias dominated so that when there was
criticism and decisions had to be taken, peers were not objective but favoured the appraisee.

As a result the appraisal process lost much of its real purpose.

During the implementation of DAS there were often serious problems when classes were left
unattended. This occurred because educators, who were part of the appraisal panel, sometimes
left their classes unattended. Often more than one panel was engaged in interviews at the same
time and as some schools used the same educators for several panels, the same classes were
frequently affected. Appraisees also complained that when there was more than one panel
member present during classroom observation, learers tended to lose concentration on the
lesson: they turned most of their attention to the appraisers present.

2.2.2 Perceptions concerning the principle of development in DAS

The Developmental Appraisal System was introduced in South Africa for the purpose of
teacher development. However, secondary school educators in the Inanda District did not
perceive it this way. They believed that DAS did not attend to their specific needs and they
complained that it was used in their schools for punitive reasons; as a form of "spying" on
teachers as to whether they were teaching or engaging in other activities. School managers

themselves often chose areas of development instead of letting educators decide for
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themselves. Also educators complained about unannounced visits by heads of department and

claimed that they were not for educator development, but just another form of inspection.

According to Hopkins and Howard (1991:13) and Kyriacou (1995:3), concerning appraisal in
England and Wales, educators there perceive developmental appraisal as indeed
“developmental” because they are able to identify areas of development and their team leaders
assist them to achieve their targets. However, Kyriacou (1995) also mentions that, although a
staff development plan in schools in England and Wales incorporates developmental
appraisal, some educators feel that this incorporation is at the level of timetabling and
budgeting for appraisal within the development plan rather than on "how an individual's
appraisal can usefully be set in the context of a school's development priorities": so educators
perceive the issue of aligning the developmental appraisal of educators with learner
achievement a problem in England and Wales. Some educators believe that there is very little
that learners achieve through teacher appraisal.

2.2.3 Perceptions concerning the principle of transparency in DAS

According to the DAS Manual (1998:61) DAS should be as transparent as possible, especially
in report writing and when decisions are taken about the appraisee. This means that appraisers
should involve appraisees when planning for appraisal and discussing the outcomes of
developmental appraisal. Also the DAS Manual mentions that appraisees should take part in
report writing about their performances during the appraisal process. The researcher's
experience was that some principals of schools were not using appraisal panels when
conducting class visits. Moreover, some principals would not discuss the results of their
appraisals with appraisees. As a result educators perceived DAS as inspection, ignoring the

developmental aspect.
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very short so that many aspects of DAS were too briefly handled and justice was not done to
important aspects. Moreover, educators there felt that the training offered did not cover all
aspects and often was only an overview of DAS instruments, that is Needs Identification and
Prioritisation for Post Level 1 educators, heads of department, deputy principals and
principals, Personal Details Forms, Professional Growth Plan, Discussion Paper and Appraisal
Report. Educators complained that they were not trained in setting a "climate" for DAS; in
data collection; in classroom observation skills; prioritisation of criteria and filling in of
forms; report writing; ways of conducting follow-up and review meetings. Several educators
in the Inanda District maintained that there should be training in their own schools as they had
not received training from the Inanda District officials of the KwaZulu-Natal Department of

Education and Culture.

Bollington et al. (1990:45), in their report about the introduction of teacher appraisal in
England and Wales, mention that some educators perceived training in developmental
appraisal as inadequate and they found choosing specific areas of development quite difficult.
Educators also complained that some appraisers were not skilled in objective reporting that
could be used for developmental purposes. As a result, appraisers found it difficult to ensure
that development following classroom observation occurred. In addition educators felt that
frequently no feedback was given to appraisees. However, these problems were ultimately
resolved by the training of appraisers in observation and feedback skills.

2.2.6 Perceptions concerning DAS documentation

Secondary school educators in the Inanda District were concerned about DAS documentation.
Their perception was that it was not "user-friendly", in that the DAS document lacked
information. Furthermore, the DAS document did not have clear instructions for the

prioritisation of needs. Educators maintained that they did not even understand the implication
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of "A" and "B" symbols that were used when appraisees prioritised needs. Educators
complained about the language used in the document: they said it was not clear and too
complicated. In addition, educators complained that it was very difficult to complete forms

since clear instructions were not given.

In the appraisal report of Bollington et al. (1990:42) it also appears that educators
experienced problems with regard to written materials intended to provide guidance for
appraisers and appraisees in classroom observation in England and Wales. Bollington et al.
(1990) report that educators in England and Wales complained that materials tended to focus
on organizational and procedural matters, rather than on the skills required for observation.

2.2.7 Perceptions concerning time constraints

Secondary school educators in the Inanda District of KwaZulu- Natal perceived DAS as time
consuming. They complained that so many meetings were involved in the DAS process that
they spent most of their time in planning for appraisal rather than teaching learners. When it
was first introduced in the Inanda District, educators also complained about the timing of
DAS. The training in DAS was done in October 1999 when examinations were about to start.
Educators also complained that there was a lengthy time span between their training and the
implementation process. It had been impossible to implement DAS at the beginning of the
Year 2000 because of problems encountered in the admission of learners, shortage of
stationery and the pressure of sporting activities. Moreover, educators believed that the
introduction of DAS was inconvenient because they were busy with training in Outcomes
Based Education. Implementation of DAS was, therefore, often delayed as most of the schools

sent their staff to workshops in Outcomes Based Education.
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perceived developmental appraisal as an insignificant aid to their own professional

development.

2.2.9 Perceptions concerning support from principals a nd superintendents

The perception of educators in secondary schools was that secondary school principals were
not committed to DAS. Moreover, those who had undergone appraisal did not get support
either from their schools or the Inanda District of the KwaZulu-Natal Department of
Education and Culture. As a result secondary school educators did not take DAS seriously.
The principals in secondary schools in the Inanda District also did not commit themselves to
DAS. Staff development teams, who were responsible for educator development in schools,
did not get support from school management teams, including principals. Moreover, educators
complained that there was not anybody in the Inanda District Office who was employed as a
DAS co-ordinator and as a result, they could not get any help. They also complained that it
was very difficult to initiate developmental programmes since their schools did not have
sufficient financial support. The unavailability of physical resources including classrooms,
teaching and learning materials, adversely affected the objective of DAS, which was good

teaching.

2.3 PROBLEMS OF IMPLEMENTATION

The perceptions of secondary school educators, when DAS was first introduced, that training
of appraisers was not sufficient, appraisees perceived peers as friends, appraisees believed that
DAS lacked a developmental aspect, DAS was another kind if inspection, they were not
involved when DAS was first introduced, time was a problem, DAS criteria were not specific
to educators' needs and the perception that school principals lacked commitment to DAS, all
caused problems in the implementation of self-appraisal, interviews, classroom observation

and the review processes of DAS in the Inanda District of KwaZulu-Natal.
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2.3.1 Problems with self-appraisal

Educators in the Inanda District lacked knowledge of how to begin self-appraisal. They did
not, as individuals, identify areas of development since they were unable to prioritise criteria
for themselves. Self-appraisal in the Inanda District was dominated by over estimation of
ability and performance in that educators tended to rate themselves with "A" symbols in all
aspects, which implied that they did not need professional development. Educators
experienced problems when filling in the Professional Growth Plan, which is supposed to be
used as a structured objective plan providing guidelines for individual educator development.
Some appraisees used this plan to plan pupils’ lessons when they were supposed to plan their
own professional development. Furthermore, educators complained that they did not have
enough time to acquire knowledge for their professional growth since they spent most of their
time teaching. They complained that they did not get time for self-appraisal since schools in

the Inanda District did not create a platform for self-evaluation.

Other authors of teacher appraisal in England and Wales such as Humphreys (1992: 2) point
out that teachers have always found appraisal in general a problematic issue, particularly self-
appraisal since it has a “dubious credibility”. Among other sources of concern in
implementing the developmental appraisal process were the appraisees, that is teachers who
appraise their own work, but have not been trained in the self-appraisal process (a similar
situation to that in the Inanda District). Humphreys (1992: 2) mentions that not only do
teachers lack knowledge of how to begin self-appraisal, but are also unable to cope with the
emotional issues involved. They feel insecure when facing appraisal panels, fearing that there
may be a lack of confidentiality as certain information about them may be made known to the
appraisal panel. In addition, the goals of appraisees are sometimes not realistic. All these

factors may prevent self-development occurring.

18




Unlike the situation in the Inanda District, Kyriacou (1995:3) mentions that the perceptions of
educators, when the developmental appraisal process was first introduced in England and
Wales, were positive because appraisees were trained in the self-appraisal process. Kyriacou
also mentions that educators in England found a handbook on self-appraisal very useful since
they were involved when it was designed. Mortimore and Mortimore (1991:8) report that
during training appraisees were asked to identify their strength and weaknesses by considering

what they did well and what problems they encountered.

In ensuring that developmental appraisal in England and Wales began smoothly the, then,
Department of Education and Science introduced whole school evaluation, prior to the
developmental appraisal of educators. This was done in order to create a good context for
teacher self-appraisal in English schools so that problems of teaching and learning resources
were exposed and addressed before individual educators were expected to identify their needs
of development and in-service training. Bollington et al. (1990:15) when writing about the
relationship between whole institution self-evaluation and educator appraisal mention that,
during this process, individual educators in England and Wales get an opportunity to identify
their strengths and weaknesses. Staff development and teacher self-appraisal are used to meet
the developmental needs of educators so that learmer performance is drastically improved in
classrooms. They also report that individual educators were able to set their own self-appraisal

goals in tandem with those of the school.

According to Poster and Poster (1993:19), teacher self-appraisal becomes effective if it is
aligned with the goals of a school: this means that school self-evaluation should shape the
goals of the individual educator if he/she is to meet the needs of the school. Poster and Poster

(1993) argue that whole school evaluation ensures that the relationship between educator
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development and the school continues throughout the planning, delivery process and the
evaluation of outcomes. Appraisees thus need support from their appraisers throughout the
process of educator development. Poster and Poster (1993) conclude by mentioning that in
English schools the problems of teacher self-appraisal have been reduced through alignment
between individual developmental appraisal and whole school self-evaluation.

2.3.2 Problems with interviews

Interviews in the context of DAS means there will be interaction between panel members who
must work collaboratively to assist the appraisee to identify his/her needs, formulate
objectives, choose professional development activities, implement such activities within time

frames and provide timeous feedback (DAS Manual, 1998:3).

Bollington et al. (1990:10), writing about England and Wales, define interviews in
developmental appraisal as discussions between appraisers and appraisees that are held during
preliminary meetings (pre-appraisals), actual appraisals and in report writing (post-appraisals)
with the purpose of planning, through setting attainable objectives for appraisal, giving
feedback through constructive criticism, as well as setting realistic targets for development.
Allinson (1977: 179-191), in studying the effects of a training course for managers, offers the
caution that deputy principals and principals should develop their interviewing skills because
these skills are not only used in the appraisal process, but also in the wider context of the
problem-solving processes. Interviews in the Inanda District of KwaZulu-Natal followed a
different pattern and appraisees complained that appraisers did not know what should be
discussed during the preliminary meetings. The appraisers could not clarify “who” were doing
“what and when” during the DAS processes. Feedback was not given to appraisees by
appraisers after classroom observation. Appraisers wrote appraisal reports in the absence of

appraisees.
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2.3.3 Problems with classroom observation

Appraisers in the Inanda District were not skilled in producing objective data records or
reports that could be used for developmental purposes. In addition, appraisers went to
classroom observation without having first discussed with appraisees what areas to observe
when the appraisees presented their lessons. Some appraisers made final judgements, without
getting the opinions of the appraisees. As a result classroom observation ended as being
subjective rather than being objective. Appraisers had no understanding of the procedures and
purpose of classroom observation because they lacked training in classroom observation. In
addition to these problems, educators in the Inanda District mentioned the fact that appraisers
with substantive knowledge of the subject being taught were sometimes not available during

classroom observation and this created the problem of postponing the observation process.

As in the Inanda District of KwaZulu-Natal Mortimore and Mortimore (1991:13) mention that
when developmental appraisal was first introduced in England and Wales, educators
perceived it as something that lacked the accepted standard of classroom observation
procedure: this made for the questionable reliability and validity of some of the judgements.
Educators also complained that appraisers took decisions without involving appraisees. Byrne
(1983:85) and Dockrell (1986:12) writing about classroom evaluation in England and Wales,
highlight the fact that educators questioned the validity of classroom observation, maintaining
that it was judgemental rather than developmental. Dockrell (1986) mentions that educators
were worried about lack of consistency of appraisal: as a result they viewed developmental
appraisal as a system that lacked commonalities. Kyriacou (1995: 7) points out that to resolve
this problem there is a strong need for better training of appraisers regarding classroom

observation in England and Wales.
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educators' needs and school principals and superintendents lacked support for and

commitment to DAS.

Problems of implementation arising from these perceptions of educators in secondary schools
in the Inanda District were as follows: educators had a problem when conducting interviews
for the pre-appraisal, appraisal and post-appraisal stages since they were not trained in
interviewing skills; appraisers could not provide feedback tor the appraisees; educators could
not fill in the forms for DAS since they found the instructions unclear; educators did not
understand the language in the DAS document since the language was complicated; they were
not able to prioritise criteria using "A" and "B" ratings; they found the individual self-
evaluation process difficult because the DAS preparation was not done or a preliminary
meeting was not held; educators found the DAS process very threatening because they
believed that DAS was used for "spying" on them; educators were confused by the many
processes of DAS that had to be leamed in a short time; educators had the pressure of a lack
of time to acquire the necessary knowledge; they were worried about missing out on areas that

ought to be addressed but for which there was insufficient time.

2.5 SUMMARY

This Chapter dealt with the perceptions of educators about DAS in secondary schools in the
Inanda district of KwaZulu-Natal. Problems of implementation of DAS arising from these
perceptions were exposed. In the next Chapter the research methodology, used for the

collection of data and the discussion and analysis of responses, will be presented.
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CHAPTER THREE

3.1 INTRODUCTION

This Chapter presents the method used in the collection of data. Design of the questionnaire,
procedures and data collection are also indicated, as are the limitations of the study. In this
Chapter the results of the responses of educators in four secondary schools in the Central
Circuit of the Inanda District are reported and analysed.

3.2 THE QUESTIONNAIRE

The questionnaire was designed to measure the perceptions of secondary school educators
with regard to the Developmental Appraisal System in the Central Circuit of the Inanda
District in KwaZulu-Natal. It was constructed after relevant literature was reviewed. Sixteen
questions, both structured and open, were divided into two sections, that is Section A and
Section B. Section A consists of 2 questions and Section B consists of 14 statements to which
the subjects were asked to respond. In all there were 16 questions that the respondents were

asked to answer.

The questions were kept simple but comprehensive. The Likert approach was used and
respondents had to choose one out of five responses, which ranged from "strongly disagree",
to "disagree", to "unsure", to "agree" and to "strongly agree". Each response carried a
numerical value. An average of fifteen minutes was considered sufficient for completion of
the questionnaire. The researcher was present to clarify any problems that respondents
encountered while completing the questionnaire.

3.3 THE RESEARCH SAMPLE

The researcher's sample was drawn from four out of twenty-two secondary schools in the
Central Circuit in the Inanda District of KwaZulu-Natal and comprised Post Level 1 educators

and members of school management teams, that is heads of department, deputy principals and
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principals. At each school the principal was asked to ensure that only educators with more
than three years of service completed the questionnaire, that is only those who had been in
service when DAS was first introduced in 1999.

3.4 PROCEDURES FOR DATA COLLECTION

The researcher personally delivered letters and questionnaires in the first week of October
2002 to four secondary schools in the Central Circuit in the Inanda District of KwaZulu-Natal.
An attempt was made to reduce the numbers of "non-response" returns by ensuring that the
questionnaire was available in English and set out in a simple format for easy reading and
completion and that it was made as understandable as possible. An introduction was also
included on the first page of the questionnaire. It was hoped that this would encourage
subjects to complete the questionnaire. The questionnaire was handed to educators who had
more than three years’ teaching experience at secondary schools. The length of teaching
experience was a factor to be considered, not the rank attained by the subject. The researcher
personally collected questionnaires on the same day that they were completed.

3.5 RESULTS

Sixty-six responses were received in all. This constituted a response rate of 100%. Details of
the number of questionnaires distributed and the responses returned are indicated in Table 3.1.
Tables 3.1, 3.2 and 3.3 show the number of completed questionnaires returned and personal

details of the respondents.

27



Table 3.1

QUESTIONNAIRE DISTRIBUTION AND RETURNS

School No. Distributed No. Return Returns (%)

School 1 20 20 100

School 2 08 08 100

School 3 17 17 100

School 4 21 21 100

TOTAL 66 66 100
Table 3.2
NUMBER OF YEARS OF TEACHING EXPERIENCE
TEACHING PRINCIPAL | DEPUTY PRINCIPAL | H.O.D LEVEL 1 | TOTAL
EXPERIENCE
IN YEARS
3-10 27 27
10- 15 10 25 35
ABOVE 15 2 2 04
TOTAL 2 2 10 52 66

Table 3.2 showed the results of Question 1 of Section A which asked the number of years of

teaching experience. This detail had relevance for the responses obtained from Section B of

the questionnaire because it provided evidence that all the subjects were present when DAS

was first introduced in 1999. It was interesting to note that the majority of responses came

from personnel who had ten to fifteen years of teaching experience.
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Table 3.3

ACADEMIC AND PROFESSIONAL QUALIFICATIONS OF RESPONDENTS

QUALIFICATION RANK

GRADE | PRINCIPAL | DEPUTY PRINCIPAL | HOD POST LEVEL 1 | TOTAL
EDUCATOR

C 4 22 26

D 1 1 3 20 25

E 1 1 3 10 15

F

G

TOTAL |2 2 10 52 66

Table 3.3 showed the results of Question 2 of Section A, which asked about the academic and
professional qualifications of the respondents in order to ensure that subjects were qualified to
teach in secondary schools in terms of Category classification. The results showed that the
highest number of respondents came from Category "C" which indicated the possession of a
three years’ Secondary Teaching Diploma at an institution of education and training. Category
"G" required the minimum of a Master's Degree, in addition to a professional teaching
qualification. It was interesting to note that five in management (principal, deputy principal,
three heads of department) were in category "D" meaning that they had four year degrees in
teaching and one principal, a deputy principal and three heads of departments were Category
"E" meaning that they had Bachelor of Education Degrees. Twenty Post Level 1 educators
were also Category "D" and ten were Category "E". All respondents had teaching

qualifications.
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3.5 RESPONSES OF SCHOOL MANAGEMENT TEAMS (HEADS OF

DEPARTMENT, DEPUTY PRINCIPALS AND __PRINCIPALS)

AT FOUR

SECONDARY SCHOOLS IN THE INANDA DISTRICT

STATEMENT

STRONGLY
DISAGREE

DISAGREE

UNSURE

AGREE

STRONGL
Y AGREE

3. DAS Manual is difficult
to use.

21

21

14

11

33

4. DAS forms are clear and
understandable.

14

21

7

29

29

5. Putting DAS into
practice takes a long time.

7

14

36

21

22

6. Taking part in DAS is
democratic.

15

43

21

7

14

7. DAS addresses the
developmental needs of
educators.

23

39

38

8. The staff development
team of the school is very
active.

21

36

29

14

9. Educators should
prioritise  criteria  for
themselves.

21

57

10. School Management
Teams do administer DAS
effectively.

14

14

36

29

11. Educators were
consulted about DAS
before it was implemented.

79

12. DAS was thoroughly
explained before
implementation.

15

21

57

13. DAS attends to the
specific needs of my
school.

14

14

36

36

14. DAS training was
thoroughly done in 1999.

14

22

43

21

15. DAS is different from
traditional school
Inspection.

14

21

57

16. DAS should be
monitored by
Departmental co-
ordinators.

43

36

14
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The Likert Scale was used to determine the perceptions of secondary school educators
concerning DAS. The Likert Scale is a simple method of attitude or perception measurement.
It involves the selection of a set of attitude statements to which subjects are asked to indicate
their agreement or disagreement along a 5-point Scale. Assigning a numerical value to each of
the answers tabulated the subjects' score: for example, 1 for "strongly disagree" to 5 for

"strongly agree". The numerical values of the answers to all questions were totalled.

In an interview with a random sample of subjects who had marked answers "Unsure", the
researcher discovered that they would have preferred to answer "agree" or "disagree" but they
were scared that they would be victimised by the KwaZulu-Natal Department of Education

and Culture.

3.7 DISCUSSION OF RESULTS

Concerning the questionnaire to Post Level 1 educators in four secondary schools in the
Central Circuit in the Inanda District of KwaZulu-Natal, it was interesting to find that there
were no important differences in the attitudes of educators in any of the four secondary
schools. The responses of Post Level 1 educators in the four secondary schools were also

compared with the responses of school management teams in these four secondary schools.

Statements 3 and 4 of the questionnaire were used to measure the perceptions of secondary
school educators concerning DAS documentation. The results indicated that 33% of Post
Level 1 educators agreed that, "DAS Manual is difficult to use" and 38% were unsure.
However, the researcher interviewed individuals from the group of "Unsure" and it was found
that they meant "Agree". 25% of the subjects disagreed that, “DAS forms are clear and

understandable”. 48% of Post Level 1 educators initially were “Unsure” but after the
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interview indicated that they meant "Disagree" that "DAS forms are clear and
understandable". 44% of school management teams (heads of department, deputy principals
and principals) in the four secondary schools agreed that the "DAS Manual is difficult to use"
and in addition to this percentage, 14% of the members of school management teams, who
initially were “Unsure” later, when the researcher interviewed them, indicated that they meant
"Agree". The fact that 35% of school management teams in four secondary schools disagreed
and 7% became “Unsure” that "DAS forms are clear and understandable"” also emphasised the
seriousness of the language and instructional problems experienced by educators in DAS

documentation in secondary schools in the Inanda District.

Referring to the responses in four secondary schools in the Central Circuit in the Inanda
District of KwaZulu-Natal, educators had the same problems as teachers in England and
Wales regarding written materials, which were intended to provide guidance to appraisers and
appraisees in classroom observation. Bollington et al. (1990:42) report that developmental
appraisal material in England and Wales tends to focus on organizational and procedural

matters rather than on skills required for observation.

Statement 5 of the questionnaire measured the perceptions of secondary school educators in
the Inanda District that it took them “a long time to put DAS into practice”. 50% of Post Level
1 educators agreed: " Putting DAS into practice takes a long time". What makes the case even
stronger was that 42% of school management teams came to very similar conclusions. This
"long time" affected teaching as the researcher discovered in interviewing educators and

members of management teams.
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The responses of educators in four secondary schools in the Central Circuit in the Inanda
District show that "time" was problematic in the implementation of DAS. A survey of the
literature on the issue of "time" also indicates that teachers in England and Wales find it
problematic, especially when it comes to classroom observation. Research reports by
Kyriacou (1995:6) and Mortimore and Mortimore (1991:11) on teacher appraisal in six local
authorities in England indicate that the issue of most frequent concern is the fact that the
whole process of appraisal is time consuming, and that too much teaching time (which is
difficult to make up) is lost. Mortimore and Mortimore (1991) also mention that educators in
England complain that pupils suffer as a result of the time spent on appraisal of teachers and
that there is little evidence of any improvement in pupils' learning as a result of this appraisal.
Research reports of Kyriacou (1995: 6) and Mortimore and Mortimore (1991: 11) also
indicate that the developmental appraisal process lasts for too long and that it is sometimes
held up for long periods, particularly by report writing. Appraisers do not meet frequently
enough to discuss the results of appraisal with appraisees because they do not get common
free periods of time. Several teachers in England say appraisal was phased in too hastily
during a period in the term when they were busy. As a result they did not get the most benefit
out of the process. Kyriacou (1995:6) also reports that some educators felt that there was too

long a gap between their training and when they were appraised.

The perception that DAS lacked support from principals and superintendents in secondary
schools in the Inanda District was shown in Statements 8, 10 and 16 of the questionnaire.
Only 31% of Post Level 1 educators agreed that "The staff development team of the school is
very active" and 27% of Post Level 1 educators also agreed that "School management teams
administer DAS effectively". What makes the situation even worse is that only 14% of

members of school management teams at the four secondary schools agreed that "The staff
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development team of the school is very active". According to the DAS Manual (1998:72) staff
development is a ﬁnction of a school's management team. Failure to support the development
of educators reflects on a school's management team. The principal is, by virtue of being an
accountable official appointed by the KwaZulu-Natal Department of Education and Culture,
in charge of staff development as head of the school's management team, while the deputy
principal and heads of department should also play leading roles on appraisal panels. The fact
that staff development teams in the four secondary schools were rated as "inactive" reflected
on the failure of school management teams to administer DAS. The fact that 65% of the
school management teams of the four secondary schools agreed that "School management
teams administer DAS effectively" may be viewed as contradicting the perceptions of

educators: a most significant response and one which requires investigation.

The responses of educators in four secondary schools in the Central Circuit in the Inanda
District indicated that there was a need for a DAS co-ordinator to monitor the DAS process.
42% of Post Level 1 educators and 50% of thé members of the school management teams
agreed that, "DAS should be monitored by Departmental co-ordinators”. Realising that many
respondents showed uncertainty about Statement 16, which was "DAS should be monitored
by Departmental co-ordinators," that is, 37% of Post Level 1 educators and 43% of members
of school management teams, the researcher randomly selected individuals from both groups,
that is Post Level 1 educators and school management teams, to find out why most educators
were "unsure". Educators indicated that this was the first time that they had heard about DAS
co-ordinators. They said that the Department of Education and Culture in KwaZulu-Natal had
never employed these people in the Inanda District. After being given an explanation by the
researcher of the roles and functions of DAS co-ordinators, educators welcomed the idea of

DAS co-ordinators being employed.
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The situation in the Inanda District differs from that of local education authorities in England
and Wales in that educators there are fully supported by their senior managers (Bollington et
al., 1990:91). According to Jones (1993:119-120) each local education authority has
appointed a teacher-appraisal co-ordinator, whose function is to support and ensure that
appropriate training is given to appraisers, support and ensure appropriate training for
appraisees, co-ordinate the timetabling and administration of the appraisal process for each
member of staff, oversee the completion of the appraisal process for each individual, support
the resolution of any disagreement concerning appraiser and appraisee and the allocation of a
particular appraiser to an appraisee, focus on data collection during the appraisal and on the

appraisal statement or report or any other issue which may arise during the appraisal process.

The perceptions that DAS was imposed on educators in the Inanda District were tested by
Statements 6 and 15 of the questionnaire. 41% of Post Level 1 educators disagreed that
"Taking part in DAS is democratic". The case was even stronger when 58% of members of the
school management teams also disagreed. 44% of Post Level leducators and 21% of members
of the school management teams who initially responded "Unsure", after the discussions held
by the researcher with them, indicated that they meant "Disagree". One must bear in mind that
DAS is democratic: the researcher considers it to be so as there is a collective agreement
which has been reached between the KwaZulu-Natal Department of Education and Culture
and its educators to engage in an appraisal system which is developmental in nature.
Educators should identify their own developmental needs as well as be part of decision
making about programmes of development. In fact "it is in the educator's interest to put
himself/herself forward for being part of the appraisal process" (DAS Manual, 1998:76). The

responses of the subjects, nevertheless, increased the perception that DAS was imposed on
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educators in the Inanda District, despite the fact that, according to the DAS Manual,
educators, after being equipped with the necessary skills to participate in the DAS process
(1998:83), were given autonomy to put themselves forward for the appraisal process in their
own institutions. What makes the case of imposition even stronger is that 50% of Post Level 1
educators and 21% of the school management teams in four secondary schools in the Inanda
District were unsure that "DAS is different from traditional school inspection" and when the
researcher interviewed this group of subjects, they indicated that the purpose of DAS was not
clear to them. Perhaps this is because DAS was not properly introduced to educators in the

Inanda District of KwaZulu-Natal.

Statement 9 of the questionnaire were used to test the perceptions of educators and the
members of the schools' management teams in the Inanda District that they should have been
involved in the design and prioritisation of criteria. With regard to the statement that
“Educators should prioritise criteria for themselves", 54% of Post level 1 educators and 64%
of members of school management teams in four secondary schools in the Inanda District

"agreed".

The responses of educators in four secondary schools in the Central Circuit in the Inanda
District showed that educators in the Inanda District had problems with criteria (as in England
and Wales). However, this problem was resolved by involving educators in England and
Wales in designing criteria for teacher-appraisal. These criteria encouraged educators to plan
lessons and prepare schemes of work so that effective teaching and learning took place in
classrooms. Educators in England and Wales agreed that developmental appraisal criteria
should involve a variety of teaching and learning strategies, which would make active

demands on pupils, while allowing opportunities for a variety of outcomes at different levels.
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Developmental appraisal criteria in England and Wales were designed in a way that
encouraged fair and consistent systems of reward and punishment. Educators also suggested
that criteria should create high levels of expectation to ensure that pupils are punctual, well

behaved and attain high standards of work (Jones, 1993:114).

Statement 14 of the questionnaire measured the perceptions concerning the training of
educators in the Inanda District. 36% of Post Level 1 educators and 36% of the members of
the school management teams of the four secondary schools in the Inanda District disagreed
that "DAS training was thoroughly done in 1999". 52% of Post Level 1 and 43% of members
of the school management teams who were initially "Unsure", changed their response to

"Disagree” when interviewed by the researcher.

It 1s interesting to note that the problems of training, as shown by the responses of educators in
four secondary schools in the Central Circuit in the Inanda District, were also experienced by
educators in England and Wales. However, there this problem was resolved by extending the
week spent on the initial training of appraisers to a year. By so doing appraisers were trained
in all the important aspects of developmental appraisal, including interviewing, classroom

observation and feedback skills (Bollington, et al., 1990:45).

Statement 7 of the questionnaire measured the perceptions regarding the developmental aspect
of DAS in the Inanda District. 64% of Post Level 1 educators and 77% of members of school

management teams agreed that, "DAS addresses the developmental needs of educators”.

Although 43% of Post Level 1 educators and 36% of the members of school management

teams regarding Statement 13 that "DAS attends to the specific needs of a school" agreed, but
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21% of Post Level 1 educators and 28% of the members of the school management teams
disagreed with this statement. If DAS has to address the needs of the school, educator

involvement in its design should have been considered.

Statements 11 and 12 of the questionnaire measured the perceptions with regard to
consultation of educators about DAS. 52% of Post Level 1 educators and 86% of the members
of the school management teams in four secondary schools agreed that, "Educators were
consulted about DAS before it was used". In addition, 64% of Post Level 1 educators and
64% of the members of the school management teams of four secondary schools also felt that

"DAS was thoroughly explained".

3.8 CONCLUSION

The researcher concluded that implementation of DAS would have been successful if
educators were involved in its design since it was meant to address their needs of
development. The reports of various researchers in Chapter Two have shown how important is
the involvement of those who will be appraised in the design and approval of criteria that are
to be used during the developmental appraisal process. The analysis of the findings in this
Chapter indicated that educators in schools, particularly at the four secondary schools in the
Central Circuit in the Inanda District of KwaZulu-Natal, had not been involved in the design

of DAS.

The research analysis has shown that educators in four secondary schools in the Central
Circuit in the Inanda District of KwaZulu-Natal had problems understanding instructions in

the DAS document. The importance that appraisal documentation be simple and
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understandable is emphasised in a number of appraisal reports in England and Wales (as has

been discussed in Chapter Two).

The findings of this Chapter have shown that educators in four secondary schools in the
Central Circuit in the Inanda District had found time problematic during the implementation
of DAS. In Chapter Two the problem of time was outlined. It is a common complaint by

educators both in the Inanda District and in England and Wales.

The research also proved that principals and superintendents were not supportive and helpful
in ensuring that DAS was implemented in all schools. This was the case particularly in four
secondary schools in the Central Circuit in the Inanda District of KwaZulu-Natal. This
perception of DAS was also indicated in Chabter Two. The researcher believed that the
authority that principals and superintendents had over educators made them accountable
officials when resolutions of the KwaZulu-Natal Department of Education and Culture, such
as DAS, were not implemented in schools. Moreover, principals, as managers, had a
prominent role to play in the motivation of educators to improve their skills of teaching
through DAS. Therefore the researcher believed that principals and superintendents should
carry the blame for the failure of DAS in secondary schools. Although the researcher had
concluded this, it is also important to note that educators were responsible for their own self-
development therefore they should be self-motivated to take the initiative for their own

development.

In Chapter Two perceptions with regard to the training of appraisers in the Inanda District of
KwaZulu-Natal, England and Wales were reviewed. The researcher agreed with the

respondents that two days training of appraisers in all the aspects of DAS was insufficient.
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The researcher’s review of available literature shows that training of appraisers in England

and Wales is done throughout the year and also during Saturdays and holidays.

Although DAS was designed specifically for educator development, the researcher concluded
that teacher development was valueless if it did not address the educational needs of learners
in the school. In Chapter Two the research findings of Kyriacou (1995), in his study of teacher
appraisals in England and Wales, show that educators believed that there was very little that
learners achieved from the developmental appraisal of their educators. Should we reach the
same conclusion in the four secondary schools in the Central Circuit in the Inanda District?
This is a matter for further research and may indicate a reason why educators are reluctant to

implement DAS.

3.9 SUMMARY

In this Chapter the researcher examined and discussed the methodology used, the results of
the research and the analysis of the questionnaire. The researcher concluded that problems of
implementation of DAS in four secondary schools in the Central Circuit in the Inanda District
of KwaZulu-Natal resulted from its percéption by educators. In the next Chapter, the
researcher recommends means by which the KwaZulu-Natal Department of Education and

Culture could use to resolve the central problems surrounding the implementation of DAS.
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CHAPTER FOUR

4.1 INTRODUCTION

This Chapter is concerned with the recommendations for solving the main problems
concerning the implementation of DAS in school, particularly in four secondary schools in the
Central Circuit of the Inanda District of KwaZulu-Natal. Among the key problems that the
study identified in Chapters One, Two and Three the following were mentioned: firstly,
educators were not involved by the KwaZulu-Natal Department of Education and Culture
when DAS was designed; secondly, training of appraisers was perceived by educators as
insufficient and too short; thirdly, educators found the DAS documents were not "user-
friendly" which meant that educators had a problem understanding the language and
terminology used in the DAS Manual; fourthly, educators also found time problematic
especially when DAS was introduced and when it was implemented in schools; fifthly,
educators also complained that they were not involved when criteria for DAS were decided
and as a result educators had not approved them. In addition educators complained that

principals and superintendents lacked commitment to DAS.

According to the researcher's review of relevant literature, problems of implementation were
experienced by educators when a National Developmental Teacher Appraisal Scheme was
first introduced in England and Wales. The, then, Department of Education and Science
(DES) recommended a series of solutions, many of which the researcher believed are relevant
to the situation in the Inanda District of KwaZulu-Natal.

4.2 RECOMMENDATIONS

In providing recommendations for this study the researcher presented the problem of DAS

implementation and outlined what the DAS Manual (1998) suggested about the areas of
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concern and explained briefly how educators in the Inanda District had perceived the DAS
Manual. The researcher used his experience as an educator and education specialist in dealing
with developmental appraisal with staff in schools, as well as his review of literature
pertaining to developmental appraisal in England and Wales in order to recommend solutions.

4.2.1. Implementation problems arising from the perception of democracy in DAS

An appraisal panel, as outlined in Chapter Two, should be composed of at least four people.
These people should be drawn from the following: the appraiser, a peer, a union
representative, a senior person, such as a head of department, deputy principal or principal and
someone with special knowledge of the subject(s) taught by the appraisee, who may be
someone drawn from local non-governmental organizations or from circuit offices, colleges or

universities or from other support services (DAS Manual, 1998: 66).

The problem with "peer" was that educators in the Inanda District tended to select social
friends when choosing their peers, perceiving "peer" as "friend". As a result DAS tended to
lose objectivity and its aim of professional development. In England and Wales the appraisee
chooses "peer", who is someone with knowledge of the subject concerned. Appraisal panels
there are chosen according to specific areas of educator development. For example, the
appraisee, who wants development in coaching soccer to learners, will choose for the
appraisal panel members who are experts in soccer, regardless of their positions in the school.
So Bollington et al., (1990: 4) suggest that the selection of appraisal panels should be done

according to the developmental needs of the appraisee.

For the appraisal to be objective the researcher recommends that the appraisal panel should be
tailored to the problems that the appraisee is experiencing and which the DAS process must

solve. The appraisee should choose an appraisal panel according to his/her special needs of
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rights to develop since, sometimes, principals appraised appraisees in subjects in which they
were not expert. As a result the appraisal ended up being judgemental rather than

developmental.

The review of literature showed that this was not a problem in England and Wales because
principals used appraisal panels for the educator developmental appraisal process. Day
(1989:3-15) writing about teacher appraisal in Eﬁgland and Wales, mentions that a top-down-
management-led system of reporting was supplemented by a two-way systefn of
communication, which encouraged greater respect for appraisees. Communication lines
between appraisers and appraisee were strengthened by discussions that were held by the
appraisers and the appraisee. In England and Wales the appraisee was involved when the
appraisal panel wrote a report on the appraisee's performance. This was done to keep the
report as honest as possible (Bollington et al., 1990: 10). According to the reports of Holly
and Southworth (1989:10), Rudduck (1991:21) and Smyth (1991:15), appraisers and
appraisees in England and Wales worked collaboratively during the developmental appraisal

process.

The researcher believes that fear should be eradicated completely during the appraisal process
and a friendly atmosphere should be created so that the appraisee trusts his/her appraisers. To
achieve this goal the researcher recommends that appraisers and appraisees should work co-
operatively and develop mutual trust. He believes that collegiality (as emphasised by
Hargreaves (1990) in his sociological analysis) should be visible between appraisers and the
appraisee during educator professional development. The researcher further recommends that
appraisers should be tactful when giving feedback to principals. For example, when the school

principal asks about the teaching of an appraisee the appraisers should always respond saying
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"there is still a room for improvement", even if they found that the appraisee was not very
good.

4.2.3 Implementation problems arising from the perception of DAS documentation

According to the DAS Manual (1998:46) DAS documentation was meant to "equip people
within the South African education system with an understanding of the development and the
nature of the new developmental appraisal system". It aimed at the following:
e a general understanding of the historical development of DAS;
e an operational understanding of the guiding principles that inform DAS;
e a critical understanding of the notion of “appraisal” and its links with “whole
institution development” and processes of educational change;
¢ a clear understanding of procedures and processes the “appraisal teams” need to follow
and;
e a thorough understanding of the nature of the “appraisal instrument” in all of its

aspects.

However, according to the research findings in Chapters Two and Three, it appeared that DAS
documentation had not achieved its critical objectives as outlined above. Educators in the
Inanda District of KwaZulu-Natal perceived DAS documentation to be very confusing and not
"user-friendly", meaning that appraisers and appraisees could not understand the language and
terminology used in the documents (see Chapters Two and Three). As appraisers found the
instructions very difficult to understand, this resulted in problems in the completion of DAS
instruments, such as the Needs Identification and Prioritisation Form for all levels of
educators, Professional Growth Plan, the Discussion Paper, and Appraisal Report (as shown

in Appendix D).
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Educators in England and Wales find developmental appraisal interesting because enough
time is spent on each appraisal process. In addition knowledgeable and experienced people are

appointed for training appraisers.

The researcher has noticed that those educators who were given an opportunity to attend
training facilitated by District officials in the Inanda District did not go back to their
respective schools and train their colleagues. So in this context the researcher recommends
that the training period of appraisers should be increased to at least ten hours per term, that is,
in three month intervals, so that appraisers will be trained in all processes of DAS sufficiently
and efficiently. The researcher also recommends that the KwaZulu-Natal Department of
Education and Culture negotiates with teacher unions for the training of appraisers in
developmental appraisal to be done on Saturdays and holidays so that there is no disruption of
classes by training workshops conducted during school hours.

4.2.6 Implementation problems arising from the lack of educator support from

principals and superintendents

According to the DAS Manual (1998: 72) the principal should convene a staff meeting to elect
and establish a staff development team and as the senior member in the staff development
team, he/she should also initiate, co-ordinate and monitor the appraisal process and ensure
that the training of appraisers in DAS is done in the school. However, the research findings in
Chapter Two indicated that principals in the Inanda District did not carry out the duties
mentioned above and did not provide support for educators during the developmental
appraisal process. Similarly, superintendents did not agree to serve on principals' appraisal

panels.

50



In England and Wales educators were fully supported by local education officials and
principals of schools (Bollington et al., 1990:91). Each local education authoritity had its own
developmental appraisal co-ordinator whose primary responsibility was to support and

monitor the developmental appraisal process in schools (Jones, 1993:119).

The researcher recommends that principals and superintendents should support educators in
professional development activities such as DAS. One of the major roles of principals and
superintendents is to ensure that educators are professionally developed through in-service
training programmes, but it appears that this is not done in the Inanda District of KwaZulu-
Natal. The researcher therefore recommends that the KwaZulu-Natal Department of Education
and Culture, through its Education Management and Development (EMD) Unit, organize
workshops for principals and superintendents in motivation and teambuilding, coaching,
mentoring and monitoring processes to equip them with necessary skills for providing support

to educators in schools.

4.2.7 Implementation problems arising from the lack of educator involvement in the

design of DAS criteria

DAS has three kinds of criteria and these are core criteria, optional criteria and additional
criteria. According to the DAS Manual (1998: 5)"core criteria are primary elements of the
responsibility of the person's job on which the person has no choice but to be appraised on,
optional criteria are criteria that are listed as core criteria and some of which may be made
optional by the appraisal panel because of the contextual factors in institutions, and additional
criteria are criteria that may be added depending on the needs of an institution and /or
individual educator". Educators in the Inanda District of KwaZulu-Natal found these criteria
confusing because they could not differentiate between core criteria and optional criteria. The

problem concerning these criteria was that educators did not know when and how core criteria
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became optional since these were defined as compulsory for all educators. Moreover,
educators complained that they were not consulted when these criteria were designed: as a

result they perceived DAS as something imposed on them (refer to Chapter Two).

The review of literature indicated that educators were involved in the design of criteria in
England and Wales. Moyles (1988:50-61) and Biott (1988:56-58) writing about criteria,
mention that educator appraisal criteria in England and Wales were defined and negotiated
between appraisers and appraisees. As a result the criteria there addressed educators'

developmental needs (Jones, 1993: 114).

The researcher recommends that educators should be involved in the design of criteria so that
they get an opportunity to decide on the criteria they want for their professional development
and school needs. While it was good to divide criteria into core, optional and additional the
researcher recommends that the KwaZulu-Natal Department of Education and Culture should

use one set of criteria which is compulsory for all educators.

The research findings in Chapter Three indicated that prioritisation of criteria should be done
by educators during the developmental appraisal process. The researcher, therefore,
recommends that prioritisation of criteria should be done through the use of four symbols, that
is, A, B, C, D rather than two symbols A and B which are used. Symbol A should indicate
"area of improvement" which should mean that the educator should seek development of the
particular area. Symbol B should indicate "improving" which would mean that educator was
improving. Symbol C should indicate "improved" which would mean that the educator was
keeping up with the standards of teaching in the KwaZulu-Natal Department of Education and

Culture. Symbol D should indicate "excellent performance” which would mean that the
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educator was excellent in his/her performance and this should be used as a pre-requisite for
the National Teacher Award. This is the State President’s award which is presented to
excellent educators in South Africa every year. The researcher is confident that if the
KwaZulu-Natal Department of Education and Culture adopts this strategy, educators in the
Province will be motivated and strive for excellence in performance. In this context DAS may
turn out to be a motivating and developing instrument rather than demotivating as it is at
present.

4.3 CONCLUSION

Perceptions of educators concerning DAS have caused serious problems of implementation in
schools. The KwaZulu-Natal Department of Education and Culture should attend to these
perceptions so that problems of implementation of DAS in the Province are eradicated once
and for all. This study, therefore, provides solutions for implementation problems of DAS.
The researcher has concluded that the KwaZulu-Natal Department of Education and Culture,

Districts and schools should work for improvement in the Province by using DAS effectively.

Despite the fact that initial teacher training in South Africa lasts four years, the researcher
believes that DAS is the only instrument that can bridge the gap between pre-service training
and in-service training requirements. Educators and KZN-DEC officials are advised to take

DAS seriously if they want to improve the quality of teaching and learning in schools.

4.4 SUMMARY

This Chapter provided recommendations for solving the central problems of implementation
surrounding DAS. These have arisen from its perception by educators as exemplified by those

at four secondary schools in the Central Circuit of the Inanda District of KwaZulu-Natal. The
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researcher believes that if these recommendations are used the problems of DAS

implementation will be eradicated completely.

54






BIBLIOGRAPHY

Allinson, C.W. 1977. “Training in performance appraisal interviewing”. The Journal of

Management Studies. May. pp179-191

Biott, C. 1988. “Collaborative enquiry in staff rooms and seminars”. Forum 30(2). pp.56-58

Bollington, R., Hopkins, D. and West, M. 1990. An Introduction To Teacher Appraisal.

London: Cassell.

Bymmne, C. 1983. Studies in Teacher Appraisal. Basingstoke:Falmer Press.
Darling-Hammond, L., Wise, A.E. and Pease, S.R. 1983. “Teacher evaluation in the

organisational context: a review of the literature”. Review of Educational Research Vol.53(3).

pp-1-30

Day, C. 1989. “Issues in the management of appraisal for professional development”.

Westminster Studies in Education Vol.12. pp.3-15

Department of Education. 1998. Developmental Appraisal for Educators. Manual. (DAS

Manual). Pretoria: Education Labour Relations Council.

Dockrell, W. 1986. Teacher Appraisals. “Problems of Assessing Pupil's Learning”.
Edinburgh: Scottish Council for Research in Education

Fitz-Gibbon, C. 1990. “Performance indicators”. British Educational Research Association

Dialogues. Clevedon: Multilingual Matters.

Hargreaves, A. 1990. Contrived Collegiality: a sociological analysis. Madrid: McMillan.

Holly, P. and Southworth, G. 1989. The Developing School. Lewes: Falmer Press.

Hopkins, D. and Howard, J. 1991. “Teacher appraisal, professional development and school”.

School Organisation Vol.11(2). pp13-30.

Humphreys, K. 1992. “I must be crackers. Teacher self-appraisal for professional

development: Reflections based on a case study of a group of teachers”. School Organisation

Vol.12(2). pp2-24

56



Johnes, J. and Taylor, J. 1990. Performance Indicators in Higher Education.

Guildford: Society for Research in Higher Education.

Jones, J. 1993. Appraisal and Staff Development in Schools. London: Fulton Press.

Kyriacou, C. 1995. “An evaluation of teacher appraisal in schools within one local education

authority”. School Organisation Vol.15(2). pp3-6

Mortimore, P. and Mortimore, J. 1991. “Teacher appraisal; Back to the future”. School

Organisation Vol.11(2). pp.8-13

Moyles, J.R. 1988. Self Evaluation. Windsor: NFER Nelson.

Poster, C. and Poster, D. 1993. Teacher Appraisal. Training and implementation.

London: Routledge.

Rudduck, J. 1991. Innovation and Change. Buckingham: Open University Press.

Smyth, J. 1991. Teachers as Collaborative Learners. Buckingham: Open University Press.

OFFICIAL PUBLICATIONS

Department of Education. 1998. Developmental Appraisal for Educators: Manual. (DAS
Manual). Pretoria: Education Labour Relations Council.

KwaZulu-Natal Department of Education & Culture. Volume II. Operations manual for

KwaZulu- Natal schools. Durban: Metis Publications Law Service.

57



APPENDIX A

58




I am a Master of Technology (Education) student at the Durban Institute of Technology. This
questionnaire is for my research into the South African Developmental Appraisal System (DAS) for
educators. It will take only a few minutes to fill it in, so I would be grateful if you would do this as

soon as possible. Please note: your name is NOT required. Filling in of this questionnaire is

CONFIDENTIAL QUESTIONNAIRE

voluntary and vou will remain anonvmous. Neither vou nor your school will be identified.

Please circle the letter showing your response to each statement in the questionnaire.

Example:
Number | Statement | STRONGLY | DISAGREE | UNSURE | AGREE | STRONGLY
AGREE AGREE
0 The A B C D E
weather is
very cold
today

PLEASE TURN OVER THE PAGE.




SECTION A

1. How long in years have you been in your present post?

Post Level Head

1Educator

of the

department

Deputy

principal

Principal

2 Please state your academic and professional qualifications in the boxes below.

Academic

Professional

SECTION B

For each statement:

(a) choose one response

(b) circle the letter under it.

development team of

the school 1is very

1 active.

STATEMENT STRONGLY | DISAGREE | UNSURE | AGREE | STRONGLY
DISAGREE AGREE

3. DAS Manual is|A B C D E

difficult to use.

4. DAS forms are clear | A B C D E

and understandable.

5. Putting DAS into | A B C D E

practice takes a long

time.

6. Taking part in DAS | A B C D E

1s democratic.

| 7DAS addresses the | A B C D E

developmental needs of

educators.

8. The staff | A B C D E




9. Educators should
prioritise  criteria  for

themselves.

10. School Management
Teams administer DAS
effectively.

11. Educators were
consulted about DAS
before it was

implemented.

12. DAS was
thoroughly  explained

before implementation.

13. DAS attends to the
specific needs of my

school.

14. DAS training was
thoroughly done in
1999.

15. DAS is different

from traditional school

inspection.
16. DAS should be
monitored by
Departmental co-
ordinators.

Thank you for your help.

<

SIFISO MASIKANA (Mr.)
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Durban Institute of Technology
Steve Biko Campus

Durban

4001

30 September 2002

The District Manager
Inanda District
Private Bag x40918
Redhill

Durban

Dear Sir

REQUEST FOR ACCESS TO SCHOOLS TO CONDUCT EDUCATION RESEARCH

I hereby request permission to conduct an investigation into the problems (arising from the
perception of educators) concerning the implementation of the Developmental Appraisal System at
four selected secondary schools in your District. A questionnaire and interviews will be used to
gather information about the perceptions of DAS. Educators will be asked to fill in questionnaires
in their own time and interviews will be conducted informally. Therefore, there will be no
disruptions of classes. This research will constitute the dissertation part of a Master in Technology:

Education (Management) I am in the process of completing.

I believe that this study will contribute towards solving problems experienced in the

implementation of the Developmental Appraisal System in our schools.
Thank you in anticipation of your cooperation.

Yours Faithfully
Sifiso Masikana (Mr)
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We wish you luck in your project.
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NEEDS IDENTIFICATION AND PRIORITISATION F ORM FOIR‘PLI EDUCATOR

{ CRITERIA T . SYMBOLS A or B~
S : - --'-ff rating by appraisee, 2 ldentlﬁed
apprazsers and members of the panel

prwntzse the tdentzﬁed needs i in the

L Ch - ‘order of importance for the PGP

11.. CORE - APPRAISEE PEER/HOD/ | PANEL
LS R o e . ‘.‘ DP/PFBI o R

1.1 Curriculum development :: -

1 1.2 Creation of a learning environment “% " :-

] 1.3 Lesson presentation and methodology'

1.4 Classroom management P

1 1.5 Learner assessment '«.-

1.6 Recording and analysing data S | :

1.7 Development of learning field -+ _ : o
competency ~- : :

1.8 Professional development in field of :
work/career and participation in . -
professional bodies - : N

1.9 Human Relations °

1.10 Leadership-

1.11 Community

1.12 Extra-curricular. work -

1 13 Contnbutxon to school development

2 OPTIONA]L

L

3. ADDITIONAL

B
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order of imp o” n'ce for the PGP

"APPRAISEE .

PEER/
DP/PRIN

PANEL - .

1. l Cumculum development:

|.1.2 ‘Creation of a'leamning énvironment *

1.3 Lesson presentatlon ‘and methodology
1.4 Classroom management

1.5 Learner assessment -

1.6 Recording and analysmg data

1.7 Development of leammg ﬁeld
. competency -.

1.8 Professional development in ﬁeld of
work/career and participationin
professional bodies --- ’

1.9 Human Relations

1.10 Leadership BT
1.11 Community ;.

1.12 Extra—curncular work

1.13 Contribution to school development

1.14 Generation of the departmental policy

1.15 Professional support to colleagues

2. OPTIONAL

3. ADDITIONAL




L e e e AT

o
B

e
ot



NEED IDEN TIFICATION AND PRIORITISATION F ORM FOR;‘DEPUTY ‘

PRINC[PAL/PRINCIPAL

'N)

CRITERIA

SY\/IBOLS A or B

|- ratmg by apprazsee 2 1dent1ﬁed K
.- appraisers and members of the panel o

- needs identification

g " « prioritise the ldénuﬁed needs in the .

“* order of importance for thé’ PGP

APPRAIS EE | PEER/DEPT. %

"RANEL :

OFFICIAL TR L

1.1 Curriculum development ™

1.2 Creation of a learning environment

1.3 Lesson presentation and methodology

1.4 Classroom management

1.5 Learner assessment

1.6 Recording and analysing data

- 1.7 Development of learning field
competency. - ‘

‘1.8 Professional development in field of
work/career and participation in
professional bodies

| 1.9 Human Relations

1.10 Leadership

1.11 Community:

1.12 Extra-curricular work -

1.13 Contribution to school development

1.14 Communication

1.15 Decision-making and accountability
procedures

1.16 Establishment and servicing of
representative bodies

1.17 Servicing the governing body

1.18 Establishing and maintaining a learning
environment

1.19 Record keeping

1.20 Strategic Planning and Transformation

1.21 Financial Planning and Management

1.22 Educational Management Development
(EMD)

1.23 Programmes for appraisal

). OPTIONAL

A Y

N
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PROFESSIONAL GROWFH PLAN { CA

This section is to be completed by the appraisee and ﬁnahsed in consultatlon wn:h
appraisal Panel A new form wﬂl be used for each cycle. "

¢ Formulate ObJCCthCS. .
+ Identify specific activities that will be necessary to achleve these ObJCCthCS
- State resources needed to achieve these objectives.
»  State your key performance indicators.

PERIOD

PRt e AT

OBJECTIVES

PROFESSIONAL DEVELOPMENT ACTIVITIES

RESOURCES NEEDED

KEY PERFORMANCE INDICATORS




DISCUSSION PAPER WITH PANEL

Form to be ‘completed by éppraiéeé' before the post apprajsal meeting

1. Were your objectives for'_the period under review realistic?

2. Given your programme, what_: has not been completed?

3. What are the reasons for the baéklog or shortfall if any?. -

4. What have been the most diffi‘cul’éproble-ms you have had to cope with during this
period? ‘

5. To what extent have you managed to improve your skills?

51 ey

hY

6. Is there anything you need that could help you develop your'jbb and become more
effective? - : S N

7. Do you receive sufficienf support from your colleagues/senior
staff/principal/governing body/departmental officials?

8. Are there any other general matters you would like to discuss? e.g. factors
affecting your work? Refer to Contextual Factors

g

o

[N
s
)
4




THEAPPRAISALREPURL IR T

Al forms that have. been ﬁlled durmg appraisal f form part of the Appralsal Report
The following information must also be filled
This Report must be sxgned by all parties to the Appralsal panel

Prioritised Criteria - .

-Identified Needs

e

ne

. . . . i

Strengths of the Educator

N

Shggested Development Programme.




Signatures:

Appréisée:

Appraisal Paﬁel Membérs:_

Date:

Dafe:

Date:

Date:
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