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The Need for Professional

Development

The New Zealand government
spent 16.1% of its 1996/97 budget
on education. As a percentage of
GDP, this is more than the OECD
average, and more than is spent in
the United States, Australia, or
Great Britain. This included
salaries for nearly 50,000 full-time
state teachers. These teachers work
in an extensively reformed system
where they face ongoing changes in
curriculum, assessment, funding and
organisation which directly affect
their work. The Education Review
Office has claimed that, “teachers
are a school’s most important
resource”. (1995, p. 1) Since New
Zealanders spend a lot of money on
valuable people in a challenging
school system, we might expect the
professional development of
teachers to be carefully planned,
efficiently organised and adequately
resourced.

Until 1997, however, there were
no mandatory requirements for the
professional development of school
staff, and there still are few nation-
ally coordinated professional
development initiatives for teachers.
Lacking national guidelines, schools
vary widely in their spending on
staff development and their means
of identifying staff training needs.

The importance of professional
development for teachers is increas-
ingly recognised. In Britain it has
been argued that

If schools are about promot-

ing the learning of pupils in a

changing world and learning

is worthwhile and not a static

or bounded process, then the

learning of education profes-
sionals throughout their ca-
reers is essential. (Craft,

1996, p. 11)

The United States Department of
Education (1996) declared that,
“Professional development plays an
essential role in successful educa-
tion reform”, and Australian writers
have claimed that:

Initial training clearly

cannot meet career-long

needs... inservice education is

essential to enable teachers to
respond effectively to
change.... (Australian Educa-

tion Review No 30, 1990, p.

114)

The Education Review Office in
New Zealand has echoed these
perspectives:

Investment in the continual

professional development of

teachers through inservice
training contributes to raising
the quality of students’ learn-
ing and achievement. (Educa-

tion Review Office, 1995, p. 1).

There is a considerable gap,
however, between official state-
ments of the importance of profes-
sional development, and the actual
provision of appropriate pro-
grammes in which teachers readily
can participate.

‘Professional development’
usually refers to courses or pro-
grammes organised either within a
single school, or involving teachers
from a number of different institu-
tions. Reasons for undertaking
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professional development:

* to improve job performance

skills

* to extend experience for career

development or promotion

* to develop and expand

personal and professional
knowledge and understanding

* to promote job satisfaction,

enhance view and value of job

* to clarify policy and help

facilitate change (Craft, 1996,
p. 6).

A variety of local and national
in-service programmes are avail-
able in New Zealand, but many
teachers still are frustrated by
insufficient time and money pro-
vided by their schools, by the
inadequacy and inappropriateness of
some forms of training, and by the
disruptions to teaching and family
life caused by travelling to training
venues.

Current Patterns of

Provision

Professional development
opportunities for New Zealand
teachers include the following:

¢ In-house activities in schools
and early childhood centres,
or the whole staff or for sub-
groups such as syndicates,
teaching departments or
faculties. Outside facilitators
may be employed.

* Courses, seminars and
meetings run by subject
associations (e.g. Commerce
and Economics Teachers’
Association).

* Curriculum advisers con-
tracted by the Ministry of
Education to support teachers
in implementing national
curriculum initiatives.

* Experienced teachers con-
tracted by the New Zealand
Qualifications Authority to
train secondary teachers in
using the assessment systems
introduced in the New
Zealand Qualifications
Framework.

* Regional (usually one-day)
courses and ‘on request’
assistance from experienced
teachers provided through the

School Advisory Services,
based in Colleges of Educa-
tion and University Schools of
Education and funded largely
through the Ministry of
Education.

* Week long courses, designed
by a voluntary committee of
teachers and offered during
school holidays, provided
under contract to the Ministry
of Education by the Teacher
Refresher Course Committee
(TRCC)..

* Courses, sometimes leading to
qualifications, offered by
colleges of education, univer-
sities and polytechnics.

Much professional development
currently is provided by as well as
for teachers. Many outside provid-
ers use teacher volunteers for
service delivery, or occasionally
employ teachers on short-term
contracts. While limited funding to
pay commercial providers pro-
motes dependence on teachers’
voluntary efforts, the experience
and understanding of teachers
legitimates their role in designing
and delivering training programmes
in their own field. School Advisory
Services and the Teacher Refresher
Course Committee design their
provisions on the basis of teachers’
assessments of professional needs.

Much professional development

“However useful they
may be in enhancing
teachers’ specific
knowledge or skills,
one-hour or one-day
sessions are unlikely to
have a significant impact
on their overall
professional attitudes.”

work is subject specific (eg imple-
menting the English curriculum) or
issue specific (eg implementing unit
standards assessment). Much work
also is very brief, such as hour-long
workshops at subject association
meetings or one-day inservice
courses. This short-term format has

been criticised widely (Cook and
Fine, 1997; Kentucky Department
of Education, 1997). However
useful they may be in enhancing
teachers’ specific knowledge or
skills, one-hour or one-day sessions
are unlikely to have a significant
impact on their overall professional
attitudes (France, 1990, p. 116).

The USA’s National Education
Association recommended that 50%
of teachers’ time be devoted to
professional development. Others
have argued that

teachers likely will require

more than 20 percent of their

work time for learning and
collaboration if they are to be
successful in implementing
ambitious reform initiatives (

Cook and Fine, 1997,

internet).

If these proposals mean that
20% to 50% of teachers’ paid work
time should be devoted to profes-
sional development, they clearly
would be unsustainable within the
current budget for education in this
country. If they mean that teachers
should spend this amount of time in
in-service study during their off-
hours, they would place a crushing
burden on already pressured
teachers.

The New Zealand Education
Review Office identified weak-
nesses in professional development
provisions in this country, includ-
ing:

* lack of market analysis or
evaluation of effectiveness
carried out by schools (the
“purchasers” of most profes-
sional development)

* lack of linkages within
schools between the teacher
appraisal process and the
identification of training
needs

* expenditure of more than half
of professional development
financing on employment of
relief teachers.

ERO also was concerned with
the lack of programmes to meet the
school-wide needs of individual
institutions. Individual schools and
boards of trustees have little
opportunity to shape courses for
their own needs:




“Providers of inservice
training also were criti-
cised by ERO for failing
to investigate what
boards wanted for their

staff.”

Boards of trustees should re-
quire the inservice training
programme they approve to
include specific objectives
which are... integrated with
the school’s long term plan-
ning... documents. (ERO,

1995, p.12)

Boards of trustees now are
expected to assess and meet profes-
sional development needs in ways
which previously never had been
conducted effectively at any level in
the school system. Boards have
little guidance or prior experience
on which to draw.

Providers of inservice
training also were criticised by ERO
for failing to investigate what
boards wanted for their staff.
Neither boards nor professional
training providers appear to know
very much either about what
schools need at the institutional
level, or whether what they get is
effective.

Survey of Professional
Development in Otago/
Southland

We surveyed secondary school
teachers and principals in Otago and
Southland regarding their attitudes
towards professional development
opportunities, and their problems in
accessing development pro-
grammes. We were interested
especially in whether school staff
would respond favourably to the
delivery of training programmes
over computer networks, and
whether such delivery could assist
with access problems.

Thirty-two of the 43 state and
state-integrated secondary and area
schools in Otago and Southland—
there are no private schools of these
types in the region—participated in
this survey. Questionnaires were

completed by 23 Principals and 475
teachers, a response rate of 48%,
constituting 36% of Otago/
Southland secondary teachers.
Respondents were 57% female, and
32% taught in single-sex schools.

important as their promotions
expectations diminish. Alterna-
tively, highly experienced teachers
may be less likely to believe
training could add to their abilities,
or weariness or cynicism may

Other details of the sample are decrease enthusiasm.
reported in Table One.
Table 1:
Teaching Experience: Years %
0-5 17
6-10 16
11-15 18
16 -20 20
21+ 29
Position: %
Assistant Teacher 43
Head of Department 45
Senior Management 10
Other 2
Type of School: %
State 78
State-Integrated 16
Table 2:
Length of % Rating Professional
Teaching Service Development
104” or “5"
0 - 5 years 77
6 - 10 years 84
11 - 15 years 87
16 - 20 years 79
21+ 79

Fifty-three percent of respond-
ing teachers taught in two regional
centres of Dunedin and Invercargill,
where much professional develop-
ment activity takes place. The
geographical distribution of teachers
in the sample closely matched that
in the region.

Importance of Professional

Development

Eighty-one percent of teachers
ranked professional development as
“4” or “5” on a 1-5 Likert scale,
where “5” indicated “of critical
importance”. Belief in the impor-
tance of professional development
increased directly as teachers
acquired management responsibili-
ties. A different pattern was found
with respect to length of teaching
service:

Teachers may consider profes-
sional development to be less

“Eighty-one percent of
teachers ranked
professional development
as ‘4’or ‘5’onal-5
Likert scale, where ‘5’
indicated ‘of critical

’y »

importance’.

In-School Allocation
Procedures

Principals reported that expendi-
ture on professional development in
their schools, ranged from 0.4% to
13.3% of their annual budgets.
Average expenditure was 5.3% of
budget, slightly higher than the 4%
found by ERO (1995, p. 6). Some
schools distributed funds for
professional development to staff
informally. Other schools had
detailed procedures which were
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closer to those recommended by

ERO, such as the scheme reported

in one school:

1. Needs Assessment survey carried
out previous year.

2. Strategic Plan - highlights school
needs eg Unit Standards Training

3. Professional Development Cycle
- individual needs identified.

4. Consultation with HODs

5. PD coordinator and Principal
have final decision.”

Several schools had a Profes-
sional Development Committee or a
senior manager charged with
coordinating the school’s needs (as
identified in annual plans or curricu-
lum goals) with serving those of
individual teachers (derived from an
appraisal or self review process).

Participation Rates

Over the past five years, 90% of
teachers had participated in devel-
opment activities provided by
subject associations, 79% had been
involved in whole staff training and
in training in groups or departments
within their schools, and 66% had
used the subject-related services of
advisers. More than half (54%) of
the teachers had participated in
NZQA training in the use of unit
standard assessments, and 47% had
participated in courses—usually
curriculum related—organised by
the School Support Services.

Twenty-five percent of teachers
had been involved in Teacher
Refresher Course Committee
programmes, 24% had participated
in training provided through
Ministry of Education curriculum
contracts and 20% had undertaken
University papers. Ten percent had
taken Polytechnic courses, and 10%
also had taken Advanced Studies for
Teachers (AST) papers offered
through the Dunedin College of
Education or Massey University.
Fifteen percent of teachers had
undertaken other types of profes-
sional development work not listed
above. It is noteworthy that these
less-frequently undertaken forms of
professional development include
all the longer-term out-of-school
types of training that are available.
In terms of time out of class, costs
to schools, and demands on teach-

ers’ own resources, these types of
training are the most difficult to
access.

Most teachers undertook work
directed toward coping with
structural changes such as new
curricula or qualifications require-
ments. A minority of teachers took
courses to enhance their own
personal knowledge, skills or
understanding (e.g., time and stress
management, technology in class-
rooms, biculturalism).

Effectiveness of Different

Forms of Provision

Teachers were asked to assess
the effectiveness of the specific
types of professional development
in which they had participated.
The following table shows the
percentages of principals’ and of
participating teachers’ responses
indicating which forms of
provision were viewed as “more
effective”.

“University and polytech
courses are among the
forms of professional
development most likely
to add to teachers’ gen-
eral education, but prin-
cipals viewed such
courses as far less effec-
tive than did the teachers
who had taken them.”

concerns in their schools, rather
than toward the more general
educational development of teach-
ers. University and polytech
courses are among the forms of
professional development most
likely to add to teachers’ general
education, but principals viewed
such courses as far less effective
than did the teachers who had taken

Table 3:

Form of Provision

Whole staff training
Group/Department training

Adviser visits

Subject association meetings/courses
A. S.T. papers

NZQA unit standard training

TRCC courses

Ministry of Ed curriculum contracts
University papers

Polytechnic studies

Other

Support Service Courses (e.g. INSET)

Judgements of Effectiveness of Types of Professional Development

% Principals % Teachers
Participating
in Each Type

50 22
83 81
75 56
n 67
8 40
50 53
54 82
54 66
25 43
25 78
4 67
4 67

There are both similarities and
some sizable differences between
the assessments of effectiveness
made by participating teachers and
by principals. Along with the
assessments of whole staff training,
large differences appear between the
two groups over A.S.T. papers,
TRCC courses and, most extremely,
polytech and university papers.

The divergences in the assess-
ments of principals and teachers
may reflect principals’ preference
for professional development work
linked directly to operating

“...seventy-five percent
wanted subject
association meetings,”

them. These differences
may contribute to disagreements
between about which kinds of
training opportunities for teachers
should be paid for by schools.
When asked what types of
programmes they wanted to engage
in the future, teachers responded as
follows: seventy-five percent
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wanted subject association meet-
ings, 41% wanted NZQA unit
standard training, 37% wanted
Support Service courses, 30%
wished to enrol for University -
papers, and 23% wanted TRCC
courses. Respondents desiring other
types of courses were: Ministry of
Education curriculum contract
work, 12%; A.S.T papers, 10%;
polytechnic studies, 7%; other, 6%.

“..lack of time was a
major obstacle to partici-
pation in professional
development.”

Obstacles to Participation
Almost four-fifths of all re-
spondents (78% of teachers and
79% of principals) said that lack of
time was a major obstacle to
participation in professional devel-
opment. Time was cited more often
than any other factor as the single
greatest obstacle by respondents in
both groups—36% of teachers and
33% of principals. Cost was an
obstacle for 59% of teachers,
though 75% of principals cited cost
as an obstacle—probably reflecting
principals’ greater sensitivity to
budget constraints. Double the
proportion of principals to teachers
(63% to 31%) thought that finding
relievers was an obstacle to teach-
ers’ participation, but half of both
groups agreed that the lack of
appropriate training opportunities
was a problem. Neither group
thought that lack of interest or
energy was the most important
barrier to participation, but teachers
and principals differed considerably
over whether lack of energy on the
part of teachers was an obstacle at
all: 23% of teachers said it was,
compared with 42% of principals.

“This may reflect the
urgency of issues
generated by the intro-
duction of the New
Zealand Curriculum
Framework.”

Content of Professional

Development

Teachers and principals agreed
(83% each) that subject curricula
were the most important in-service
topics. This may reflect the urgency
of issues generated by the introduc-
tion of the New Zealand Curriculum
Framework. Our sample also was
drawn entirely from secondary
schools where most teachers have a
subject focus, whereas primary
teachers are likely to be less
subject-oriented. Table 4 shows the
percentages of principals and
teachers who regarded various
topics as important for professional
development study:

technology. Even teaching strate-
gies are seen as less important

as a focus of professional
development by teachers than by
principals.

None of these topics were
thought to be inadequately dealt
with at present by a majority of
either principals or teachers. The
topics identified as inadequately
covered by the largest percentages
of teachers were the same as the
ones named as most important:
subject curricula, guidance and
discipline, technology in
classrooms and classroom teaching
strategies.

Results are presented in Table 5.

Table 4:

Importance of Professional Development Topics

Topic % Principals % Teachers
Subject curriculum 83 83

School-wide curriculum 54 22
Guidance/ discipline 83 50
Middle management 54 20
School management 38 16
Technology in classrooms n 43
Treaty of Waitangi issues 0 5
Gender issues 4 5
Classroom teaching strategies 83 63
Other 25 7
Table §:

Professional Development Topics Not Adequately Provided For
Topic % Principals % Teachers
Subject curriculum 29 34
School-wide curriculum 13 14
Guidance/ discipline 25 32
Middle management 13 19
School management 4 11
Technology in classrooms 13 32
Treaty of Waitangi issues 13 12
Gender issues 4 2
Classroom teaching strategies 33 29

While teachers and principals
agree on the importance of subject
curricula, and while neither group
sees social issues such as
biculturalism and gender as signifi-
cant, they disagree on the impor-
tance of all other topics. Principals
place greater importance on school-
wide matters such as the overall
curriculum, administration, disci-
pline and guidance, and teaching

Delivering Professional
Development via the
Internet

Many teachers criticised the
common format of out-of-school
professional training, in which
courses are held in central locations,
during school time, and for only one
day.

According to some respondents:

Rural areas such as us are
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often disadvantaged because
of the distance needed to travel
Jor inservice courses....

Teachers want help but often
it means leaving classes and
this adds stress....

One day courses are a total
waste of time.

Several teachers complained
about the lack of opportunities
available to them:

“I.. have to beg to be allowed

off school... Used to live in

Wellington with ready access

to evening courses, etc. Miss

that in the country - we’re
penalised. “

“I worked for 4 years in pri-
vate enterprise before coming
teaching. We went on about 6
- 8 professional development
courses a year. Here I have
beenon 3... in just 3 years and
I feel I'm completely left be-
hind now....”

Since courses usually are offered
in urban areas, rural teachers can be
disadvantaged because their attend-
ance requires further travel at
greater cost, and displaces them
from their classrooms and homes
for longer periods than their city-
based colleagues. Regardless of
their geographical location, many
teachers also have inflexible
commitments which restrict partici-
pation. Schools vary considerably
in their funding of in-service
training. These factors restrict the
participation of teachers in profes-
sional development activities.

Computer technologies for
delivering in-service training can
alleviate many of the problems of
flexibility, access and cost. (Baird
and Monson, 1992, p.65) Com-
puters can

deliver programming to larger,

more diverse, expectant,

distant audiences, faster, more

economically, and in accom-

modation of individual sched-
ules... the Internet has at-
tracted the interest of educa-
tion agencies world-wide for...

“Computer technologies
for delivering in-service
training can alleviate
many of the problems of
flexibility, access and
cost.”

the ease with which it accom-
modates the individual sched-
ules of a geographically di-
verse audience”. (Scheffler,
Betancourt-Smith and
Kirkwood, 1995, p. 394)
Benedict du Boulay wrote in

1983 that “the computer offers
something new and valuable to
teacher education... [it] is not just a
novel presentation medium for
conventional teaching material”
(p.177). Computer technology has
changed immensely since this
comment was written, and compu-
ter-based professional development
c2sing among tertiary institutions in
New Zealand, relatively little in the
way of Internet programmes for
teachers as yet is available.
Sixty-one percent of teachers
expressed an interest in professional
development programmes on the
Internet, with little difference in
terms of gender or rural/urban
location. If extrapolated to the total
full-time equivalent teaching force
in Otago and Southland, this
represents 770 potential students;
nationally, it suggests there could be
approximately 29,000 teachers

interested in in-service courses on
the Internet. Seventy-nine percent
of principals expressed interest in
involving their teachers in Internet
courses, a higher proportion than
among the teachers themselves,
though only 25% of principals
thought such courses would be
appropriate for their own profes-
sional development.

Some teachers were enthusiastic
about the prospect of Internet
professional studies:

“This would alleviate our se-
vere disadvantages.” (rural
teacher)

“I think any form of learning
which can be done in my own
time and at my own speed
would be brilliant.”

“Internet PD would allow me
to study in my own time/at my
own convenience. Less has-
sle with getting to courses, ar-
ranging for [teacher] relief.
Much cheaper because no
travel - travel is also costly in
time. Could be done at school
or at home. Great idea.”

The most common reason given
by our respondénts who were not
interested in internet-delivered
professional development was a
lack of knowledge, skill or technol-
ogy (46%), followed by 31% who
cited the lack of personal interac-
tion. Teachers commented that:

“Teachers are human beings
who have human needs. Com-
puters are cold, impersonal
objects.”

“I would hate for inservice
courses to be reduced to this!
I am a teacher.... in isolation
in a rural area - and thrive on
any contact with others!”

It should be noted here that
while 93% of teachers said they
preferred face-to-face learning,
many would have had no experience
of in-service training in any other
mode.




Although 61% of teachers have
a computer at home, only 21% are
connected to the Internet at home:

“The most meaningful P.D. 1
have been involved in (ie P.D.
that has produced significant
change in my professional
practice) has been long term
and collegial. Can see the
potential for Internet to meet
this need for dialogue with
other practitioners but need to
have access in out-of-school
hours and it is not a necessity
given family financial needs.”

“Internet at home - nice idea
- BUT who will pick up the tab
and will the school pay me for
the use of my computer? 1
think not.”

Though using a computer at
school is less convenient for many
teachers, and though doing so
diminishes flexibility, principals
reported that 92% of schools have
an Internet connection available for
teachers to use at any time. Only
64% of teachers were aware of this,
however.

Only 8% of teachers felt “very
proficient” in using Internet, though
33% thought they were “reasonably
proficient”. Many teachers would
have to be taught how to use the
technology before they could
participate in Internet-based
courses, though training pro-
grammes could include user skills in
their preliminary content.

Conclusion

The need for ongoing profes-
sional development has grown
immensely as a result of the
changed environment in which
teachers work, but present arrange-
ments for the in-service education
are inadequate. Teachers are eager
to participate in professional
development, but they face obsta-
cles in accessing appropriate
opportunities. Much of the in-
service training currently available
is directed toward problems gener-

“The Internet can
provide teachers with
interactive distance
learning in ways that are
more cost-effective,
accessible and flexible
than traditional delivery
methods.”

ated by changes in curriculum
content, qualifications requirements
and school procedures. These

matters are important, but the
pressures of immediate problems

confronting schools can lead to
limited, short-term and issue-
specific training provisions which
may not promote teachers’ broader

reflective growth in their profession.

Teachers are not just technicians in
the education system, and they
ought to have access to opportuni-
ties for their own continuing
education. Even limited provisions
can be difficult for teachers to
attend because of constraints of
time, distance and money.

The Internet can provide
teachers with interactive distance
learning in ways that are more cost-
effective, accessible and flexible
than traditional delivery methods.
To make the computer delivery of
professional development pro-
grammes acceptable to teachers,
however, participants need confi-
dence in using the technology.
Obviously, they also need access to
machines linked to the Internet.

The potential of computer-based
professional development for
teachers is only beginning to be
exploited, and many people see
computers as an impersonal—and
perhaps de-humanising—medium
of learning. Educators need a
greater understanding of the ben-
efits as well as the limitations of the
computer. A computer conference,
for example, is no more impersonal
than using the telephone, and
provides group interactivity through
multiple media in ways that the
telephone can not match. Yet
teachers do not refuse to use the
telephone in their work because it
impedes face-to-face contact.
Similarly, no teacher would refuse
to use books, but books, like
computers, are substitutes for face-
to-face conversations.

Computer-based professional
development programmes can be
cost effective for schools: travel
costs are eliminated, as are pay-
ments to relief teachers unless
programmes are delivered in real
time during schools hours. Given
limited school funds, savings in
these areas could be distributed
among staff, possibly paying for
Internet connection charges or
enrolment fees for on-line pro-
grammes. Costs for computers and
software also need to be met.
Teachers may be suspicious that on-
line programmes deprive them of
interactions with their colleagues in
out-of-school settings. To meet this
concern, it is important that comput-
ers not be seen as a complete
substitute for face-to-face provision.
More teachers could engage in more
positive interaction with a greater
number of their colleagues around
the country, however, if they relied
more on computers than if they

- insisted on the exclusive value of

face-to-face meetings.

Teachers also worry that using
the Internet as a training medium
could increase pressure for them to
engage in obligatory professional
development during their own time.
While a number of teachers com-
plained about the disruption caused
to their classes when they attended
courses during school hours, and
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“...it would be negligent
to ignore the use of the
Internet as a medium
for the professional
development of this
potential clientele.”

while some were attracted to the
prospect of pursuing Net-based
programmes entirely at their own
pace and in their own time, still
others resent the encroachment on
their private lives which such study
could entail. This issue is linked
both to the degree to which the
overall funding of schools takes
account of the costs of professional
development, and the ways boards
of trustees organise staff teaching
conditions. Much professional
development work already is
undertaken by teachers in their own
time, however, and computer-based
programmes need not have a
negative effect on the employment
conditions of teachers. Such an
outcome, indeed, would be counter-
productive as far as professional
development is concerned. How-
ever widespread the use of the
Internet as a training tool may
become, other forms of professional
development will continue to be
needed, and while costs for reliev-
ing teachers to free staff to attend
programmes may be reduced they
will not disappear.

Interactivity is a major advan-
tage of computer networks, and is
likely to be especially useful to
professionals such as teachers, for
whom collegial discussion and
advice are important. (Lamb, 1992,
p- 36)

The types and content of
training programmes that can be
offered over the Internet are ex-
tremely diverse, and can include
everything from tertiary courses
offering credit toward advanced
qualifications to short-term interac-
tive seminars on specific issues and
problems. Permanent Internet
‘sites’ can be dedicated to particular
areas of interest, creating on-going
nationwide and international arenas
for discussion. Once established,

Q@

such sites can place considerable
control over content and agendas
into the hands of participating
teachers. Given the value we
supposedly place on teachers as
human resources, the advantages
which many writers claim for net-
based teaching, and the size of the
potential clientele for such teaching,
it would be negligent to ignore the
use of the Internet as a medium for
the professional development of this
potential clientele. (Collis, 1992;
Johnson, Harlow & Madduz, 1995;

Anderson, 1997)
{3
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