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ABSTRACT

For the past thirty years, leadership theories hiaeeised on the importance of the
individual within the school organisation. The sthrassumptions and beliefs of the
individuals working in the same organisation sh#pe school’s organisational culture,
and organisational culture is a salient factor Wwhishould be considered when
understanding educational leadership. The focumyo$tudy is to explore the relationship
between organisational culture and leadershiphénsame context, new approaches to the
study of leadership have explored the issue of gend leadership. Female leadership
studies - the second focus of this study - seelonlytto restore the place of the individual

but also argue a place for women in educationaldeship.

Based in the interpretive paradigm, this is a casely of a Catholic all-girl secondary
school called the Loreto Convent School of Pretdiiiatorically, the Loreto schools have
aimed at promoting and empowering girls’ educataomd female leadership. It was
therefore an appropriate site in which to explagaaisational culture and its relationship
with leadership, particularly female leadershipurposefully chose three of the school’s
female leaders - the school’s principal, the Higho®l Head of Department and the High
school head girl - focusing on their perceptiond experiences of their leadership and the

school’s culture.

My research findings show that an understanding tloé relationship between

organisational culture and leadership cannot bepteten without acknowledging the

importance of the leader as an individual, with/les personal background and values,
taking into account gender as well as the multiples that the individual has in society.
Furthermore, the ‘humane’ characteristic of educeti leadership leads to an
understanding that the leader is often confrontegd wonflicting situations where he/she
is caught between personal/organisational valuddl@need to achieve the task. Finally,
my findings show that contemporary leaders are palled upon to work and participate
in the promotion of social justice in order to fighgainst society’s socio-economic

inequality and improve the quality of education &fed
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CHAPTER 1

OVERVIEW

1.1 INTRODUCTION: MY INTEREST

| always felt that my secondary school was a spé&ama of school but | had never been
able to put my finger on what made it so unique.aAstudent, | spent seven years in one
of the six Loreto Convent schools of Mauritius aafter my undergraduate studies, |
taught in the same school for four years. Whend inroduced to the coursework module
on leadership and gender issues in the M Ed prageat Rhodes University, | tried to
relate the concepts to my experience in my schamuld not associate my experience of
school leadership with the literature (Greyvens@®0:32; Shakeshaft 1989:13) which
stated that women were under-represented and Yyargdénced in educational
administration. My experience of leadership wast titawas a distinctly female
phenomenon. The Loreto schools have always beemye@male leaders: initially the

schools were led by the Loreto sisters, and latdaypfemale principals.

This phenomenon was due to the fact that the schaslfounded three centuries ago by a
Congregation of religious women who aimed at offgreducation to young girls. It was
one of the founder’s values to encourage girlsatdigipate actively in society as well take
up leadership roles. The other point of interess whaat the school’s organisational
structure was different from what was describedhim current literature which seems to
focus on the experiences of women leaders stritongake their way in male-dominated
organisations. The leadership of Loreto Convenb8ishhas always been in the hands of
women. Hence | was motivated to study women pradsipn a school setting which

promotes female leadership.

Furthermore, | wanted to explore the Catholic ethagues and beliefs of the school. |
was aware that the educational goal of Catholication is to provide a human-centred
and holistic approach to the child’s education (iagy Martins 1997). This ‘humane’ and

cultural approach of education and leadership igpstied by contemporary school



management and leadership studies (Kauria 20038Z8&hill 1994:252-253; Greenfield
& Ribbins 1993:164). It was precisely the cultundich | could not express, or rather put
a name to) of the school which | wanted to invegég Through my reading, | encountered
the concept of organisational culture which wa®esively discussed by many theorists,
notably Sergiovanni (in Sergiovanni & Corbally 1988nd Schein (1992). | felt that
beneath the visible elements of the school's osgdimnal culture such as rituals,
ceremonies, symbols, there were more importantcéspe the school’s culture which

were not easily seen, namely, the underlying vadunesbeliefs.

Since organisational culture is such a signifideature of the Loreto schools, and since
the leaders are women in an exclusively female ecdnt decided to explore the

leadership/school culture relationship in a Lor@thool.

1.2 CONTEXT OF THIS RESEARCH

In teaching circles, more and more people aresieglithat organisational
culture determines the successful outcomes of d¢idacgJanson as
guoted by Van der Westhuizen 2002: 119)

Over the past century, educational management eaeiship theories have gradually
shifted away from their industrial background (B93: 13; Hoy & Miskel 1996:12) in
order to provide a framework for understanding sthas unique organisations, with their
own specificities in terms of aims, role and cohtexin this respect, schools were
gradually recognised as organisations primarilyceoned with people. This feature had a
significant impact on the managerial structuresatfools which are often characterised by
flat and open structures and collaborative prastiwbere all stakeholders participate in
the decision-making and school life (Bush 2003:58).

Another major paradigm shift was to acknowledge thet that schools were not
organisations which are concerned with maximisingpdpction and profits like
businesses. Whereas South African schools areasiagly challenged to be financially
independent and obliged to find means of raisingdé, their primary goal is to be

concerned with people: the students who are eettust them as well the teaching and



non-teaching staff working within them. Hence, thas the need to recognise the
importance of each individual with his/her persobakkground, talents and ways of
understanding (Greenfield & Ribbins 1993: 164).

The renewed interest in the ‘human’ aspect of asgdions led to the emergence of the
perspective of schools as ‘communities’ rather tharganisations’. Each person’s
contribution in the school leads to the sharing@mhmon assumptions, values and beliefs
by a group of people. Over time, the norms andesahre transformed into deeply-rooted
ways of behaving or interacting with each other taiegn-for-granted assumptions which
are the essence of organisational culture. Theegstdrings a spirit of togetherness,
wholeness and purpose which binds the individualgether in order to form a
community. Therefore, the creation of a school'sura springs from the individual’s role
in the school community. Sergiovanni (in Sergiova@nCorbally 1986: 8) asserted:
“Underlying the cultural perspective is the conceptommunity and the importance of
shared meanings and shared values”. Hence, scatmade up of the cultural artifacts,

the personal beliefs of the group of individualshat heart of the school community.

Since organisational culture reflects the “persityialof the individuals within the
organisation, the school culture is bound to bécbed by the diversity of individuals as
well as change when people change and develop.rabisal shift in organisation and
management theories consequently has had an iropaeadership concepts which are
also transformed in order to adopt a more persotr@@ and ‘cultural metaphor’
perspectives. Since the school has become a cortynthre school leader can no longer
use the traditional hierarchical and bureaucrgir@each but instead he/she needs to use a
cultural, symbolical and moral-driven leadershipiahhseeks the welfare of all the school

members (Sergiovanni 2001: 105).

However, the relationship between leadership agdrosational culture is quite complex:
Schein (1992: 15) believed that “culture and leskligrare two sides of the same coin...”
and that the leader, as an individual, definesramntures the organisational culture. In a
school context, this can be seen in a principéitste to promote values of integrity and
professionalism (such as punctuality) or creatitpls and ceremonies to initiate a spirit

of togetherness and community. On the other h&agiovanni asserted that it is a



school’'s culture which shapes the leader who besoom® of the symbols of the
organisational culture: “The real value of leadgrsiksts with the meanings which actions
import to others than the actions themselves” (Beamni & Corbally 1986: 8). In both
cases, there is evidence that organisational eultuclosely related to leadership but the
complexity lies in the question of which concepfluances the other. Thus, the
organisational-leadership relationship is about thweit is organisational culture which

defines the leader or whether the leader shapes¢jamisational culture.

Alongside the above mentioned relationship, | asoght to explore the issue of female
leadership, more specifically the importance ofiacation in understanding gender and
leadership. Rosener (1990: 124) and Curry (2003 dlaimed that socialisation instilled
in women the belief that they were not meant ta.létéence, women have internalised the
imposed societal values of their ‘inferior’ stat@mpared to men. These societal values
also influence organisational cultures which canob@e additional barriers to women’s
access to educational leadership occupations (Blitck Correa as quoted by
Greyvenstein 2000: 31). Nonetheless, school cidtaam also promote female leadership
by various means. For instance, it can be the drseoused by the staff, leader or
management team which supports and promotes fdezalership.

This study thus looks at three key issues in edutdeadership: organisational culture,

leadership and gender in leadership.

1.3 MOTIVATION FOR THIS STUDY

As previously mentioned, one of the aims of thigdgtwas to explore the organisational
culture made up of the underlying beliefs and valaad norms of the Loreto Convent
School. The values of the school were inspired ey founder of the congregation of
Loreto sisters and the Catholic educational goéle school culture also encourages
female leadership and | set out to capture the leneaders’ experience of their

leadership as well as the school’s organisationialice.



There is practically no literature on the subjecti South African context. Undertaking
research on this topic may therefore be of valudose who seek to improve the quality
of education in South African schools, provide acsp for multi-racial and cultural

dialogues in the school context as well as prorfesteale leadership.

1.4 GOALS OF THIS RESEARCH

Thus, from my interest in this field of study, ttelowing research goals arise:

* To explore the relationship between organisaticnilire and leadership.

* To explore participants’ perceptions of female bratlip and its relationship with
organisational culture.

* To investigate the role of an educational orgamsatin promoting female

leadership.

1.5 RESEARCH SITE AND SAMPLING

Since | intended to explore participants’ subjextixperiences and understanding of
leadership and organisational culture, the intéieorientation to research seemed the
most appropriate approach. When adopting this taiem, one understands “the
subjective world of human experience [as] efforts made to get inside the person and to
understand from within” (Cohen & Manion 1994:36heTmethod which | chose was the
case study method since it is “the study of thaiq@adarity and complexity of a single
case, coming to understand its activity within imtpot circumstances” (Stake 1995: xi).
The case which | wished to study was the Loretov€nohSchool in Pretoria. The school
is the oldest Loreto Convent School in South Afnicand was established in 1878 by the
Loreto sisters.



The Loreto Convent Schools are Catholic schoolsciviwere established by an Irish
branch of Catholic nuns called the Loreto sistditsey belong to the Institute of the
Blessed Virgin Mary (IBVM) which was founded in 1%®y an English woman called
Mary Ward (www.loreto.ie). She aspired to createlmious order for women who would
be engaged “with the world without constraints ok ttraditional cloister nor an
established rule placing them under the governahaeen” (www.loreto.org.au). In the
early 17" century, Mary Ward had the aim of opening schdotsyoung girls as she
strongly believed that women should be offered dpportunity of having access to
education. She also envisaged that women wouldgkgnificant role in society: “I hope
to God it will be seen that women in time to comé do much” (Mary Ward Pamphlet

undated).

In the early 1820’s, Frances Ball, later known asti\dr Teresa Ball, who was educated in
one of the IBVM schools in York, decided to setthe first IBVM house in Ireland which

she called the ‘Loreto House’ after a village ialyt The sisters became known as the



Loreto sisters, but their official title remainsVBI. In early 1841 some of the sisters
started the Loreto’'s Missionary involvement by lgesent to India. In 1845, the first
Loreto sisters arrived in Mauritius and eventualty,1878, the sisters settled in South
Africa and founded the first Loreto Convent SchimoBkinner Street in Pretoria. For the
past 126 years, despite considerable socio-pdldicd economic turmoil, the school still
has pursued the original goal of its founder, tisato provide education for girls. The
major change that the school underwent was in 188€n it welcomed “learners of all
races” (Milne & Kay 2003:7). In 1986, they began raceive Education Department
subsidies but these were severely cut in 1996 wihery became an independent
institution. In 1987 another significant milestanehe school’s history was reached when
the South African province of the Loreto sistersided to hand the management of the

schools over to the laitylid.). However, the sisters were

...committed to maintaining these schools, ensurivag $chool councils,
principals and staffs have access to the spirtfuali Mary Ward, with
support in the development of educational policisich unite the
network of schools...vfww.loreto.org.ay

The first lay principal was appointed in 1989. Tgrencipal is accountable to the School
Governing Board which has 12 board members of wthelne are two Loreto sisters. In
this context, since its foundation, the Loreto GamtvSchool of Pretoria has aimed at
achieving the educational goals of the Catholic IChuas well as playing an important
role in the “New South Africa” (Milne & Kay 2003:)9It was stated in 1991 at the
National Catholic Schools’ Congress held in Durbiaat

...the Catholic school creates an environment of ihgaland

reconciliation in the present situation of turmdil. this atmosphere, the
Catholic school maintains a vision that upholdshGkt teaching by
teachers committed to their ministry and who aeppred to serve...the
Catholic school should be seen to be a communityirge humanity

(Ibid.)

| purposefully selected the school’'s female leadsrsespondents for the interviews which
| planned to carry out at the school. They weredtiegool’s principal, the High School
Head of Department and the High School Head Girl.



1.6 OUTLINE OF THE THESIS

Chapter two is the theoretical structure undermignimy study developed through a
review of literature related to the developmentha concepts of organisational culture,

educational leadership and female leadership.

Chapter three provides the methodological framewehlere | present and discuss the
choice of my research paradigm, method and dategag tools. | also address the issues

of data analysis and research ethics.

The fourth chapter is the presentation of my datdahe form of life histories of each
participant and the cultural character of the sthbbese are drawn from interview data

and observation notes.

Chapter five is the link between the data and ittezature. Here | discuss the themes
relating to the school’s culture and leadershipvalt as the women leaders’ experience of

their leadership.

Lastly, chapter six presents a summary of my figdirl highlight and critically evaluate

the significance of my study and make suggestionfuture research.



CHAPTER 2

LITERATURE REVIEW

1. INTRODUCTION

As mentioned in the previous chapter, the aim of magearch was to explore the
relationship between leadership and organisaticodlre within a Catholic secondary
school context. In order to flesh out the motivatizehind the study, | begin by presenting
a conceptual framework which focuses on the wagldeship and organisational culture

are related and even support one another.

The first section of the chapter presents developsnen the theoretical and

methodological approaches to educational manageedtleadership studies, which
subsequently altered the perceptions of schoolnisgaons and the elements contributing
to their effectiveness. The concept of organisafi@ulture of a school is seldom brought
up when it comes to the success of a school; reseis tend to focus more on theories
related to the leader or his/her followers andrtlw@ntribution to the effectiveness of
school. The definition and importance of a schoofganisational culture as well as its

relationship with leadership is the focus of theosel section.

In order to fully grasp the relationship betweegamisational culture and leadership, it is
also important to look at the development in leadigrtheories. These developments have
resulted in new, critical approaches to the studgadership. Thus, the focus of the third
section is the development in leadership theodkanges in leadership styles as well as

emergence of post-modern theories, particularlygbge of gender in leadership.



2.1 “TOWARDS A HUMANE SCIENCFE”

The reasonable man adapts himself to the worldutireasonable man
persists in trying to adapt the world to himselhefefore all progress
depends on the unreasonable m@eerge Bernard Shaw

Educational management and leadership thinkingvedolwith humankind’s quest to
progress and adapt to changes in society. Thid guesscharacterised by the development
of theories which were tested and often contedted enriching our understanding of

organisations, schools and the individual.

The aim of this section is to look at the evolut@imanagement theories which underpin
educational administratidmnd leadership studies. Since educational manageheories
stemmed from an industrial context, new and difieegpproaches to research were needed
in order to find original ways of studying schoalnainistration, schools as organisations
and the individuals within them (Bush 2003: 14).

Educational management theories were adapted fiersdientific management theory of
organisations. As from the early 1900’s, Taylorydlaand Weber structured scientific
management theories with principles of efficienaghs as close control and division of
labour as in a bureaucracy (Hoy and Miskel 1996:R@)ductivity and effectiveness were
the key words during this industrialised era. Tharecidea was that appropriate
hierarchical structures and bureaucracy were ne@deorder to enable managers to
achieve organisational goals. The classical managentheorists believed that

“individuals could be programmed to be efficientamiaes” (Hoy and Miskel 1996: 9).

However, the Human Relations Movement, with MarykBaFollett as pioneer, rejected
this mechanistic and inhumane approach to orgammsatind management. They claimed
that the human being’s contribution within the angation was purposefully ignored,;
thus, Human Relations theorists such as Elton Mbyaugh their research - particularly

! The word “administration” refers to managementeathan clerical administrative work. This is the
American use of the word.
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the Hawthorne experiment - showed the need to ivgsocial, informal relationships in
the workplace in order to increase productivity y-émd Miskel 1996:12).

Adopting a clinical, technicist and positivisticapach to the study of school organisation
and administration was no longer satisfying for remhiolars, especially when it came to
the study of schools. Schools have different stimest and organisational goals; they come
into life thanks to people, with people, for peoptas true to say that Weber’s concepts of
bureaucratic thinking provided schools with struet) a sense of power and control.
However, schools are also organisations which asagticplarly subjective and

unpredictable, spontaneous and colourful; in beefhuman.

In such conceptual crisis, Thomas B. Greenfieldtéghthe fire of critical studies in the

field of educational administration by arguing thlaé positivist perspective which had
been used to study school administration, led éo“éxclusion of values... the exclusion
of both the human and the humane, the exclusionpa¥sion and conviction...”

(Greenfield and Ribbins 1993: 164). He argued thatdecades scientific theories had
been more concerned with giving clear-cut, idehticameworks to all school managers
and administrators, overlooking the specificitieflstioe schools such as the different
individuals, cultures and values within them. Farthore, Greenfield attacked the way
that for decades, organisations have been condisgiiland described in a dehumanising
way. The individual with his/her values and belietsich constitute the essence of his/her

being had been denied:

Organizations are not written in the natural ordethings. They are the
consequences of human action...organizations areegsipns of will,

intention and value...they are manifestations of peawing what they
want to do or what they think they must do (Greddfi& Ribbins

1993:103-104).

For him, schools should no longer be studied iljective and empirical paradigm; he
saw them as expressions of humans’ creativity amagswof making meaning, and
consequently, one must try to understand and irdethese creations. Greenfield also
argued that schools were created by the persoradligyach individual within them: those
who lead and run them and those who attend anéueein them. Thus, according to

Greenfield, organisations should not be considasedgid, scientific and unalterable but
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instead as malleable and unpredictable as theithdiVs “will, intention and value...”
(Greenfield & Ribbins 1993:103-104).

In the light of Greenfield’s critique one understarthat, firstly, researchers’ approach to
educational administration and leadership studiesulss be more interpretive and
‘faithful’ to the “human action and intention [witicare] the stuff from which
organisations are made...” (Greenfield and Ribbinsciéisd by Cahill 1994: 253).
Secondly, school management and leadership shaaldttentive to the individuals’
various expressions of self which are a fundamepé#at of the school organisation.
However, understanding the individual as well asnano relations is as important as

acknowledging the vital role of an organisation'amagement structures.

Together with leadership, management was claimedrdnous scholars as the other
essential requirement for the effectiveness of alsh@gBush & Bell 2002: 3). They
believed that it would be utopian to think thatdeeship alone could contribute to the

success of a school:

The challenge of modern organisations requiretjective perspective
of the manager as well as the flashes of brilliamdéevision and
commitment wise leadership provides (Bolman & Desicited by Bush
& Bell 2002: 4).

Therefore, the challenge for new scholars wasrid én appropriate methodology which
would focus on organisational structures, manabedasks and means of improving
effectiveness as well as give credit to individuaithin the organisations, acknowledging
the significance of organisational culture and appete leadership in the field of the

educational administration studies.

| use Greenfield’s views on the importance of aalkand individuals’ understandings of
the school organisation as my theoretical and naetlogical framework since the foci of
my study are organisational culture and femaledestdp. These concepts can only be
understood and interpreted within the specificityhe organisational context and culture.

Hence, in this chapter, | attempt to answer thiefohg questions: “How are the person’s
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values and will reflected within the school?” and/lfat are the new implications for

school organisations and leadership within a caltramework?”

In the next section, | explore the notion of howgaisations are products of each
individual’'s creativity and expressions of self dralv important individuals are in light of

the shift in organisational thinking of schoolseagpressed by Greenfield. The rationale is
that schools should be perceived less as orgamisationcerned with being productive,
effective and in some cases, profitable, and merith@ ensemble of the individual's self,
culture, values and beliefs come together in otdebe one and create organisational

culture.

Bush and Bell (2002: 27) asserted, “Culture hasimecincreasingly important as a way
of describing and understanding social and edutaltissues”. Hence, it is important to
look at the significant contribution of individualtsultures within the school organisations
and how the multiple cultures in a school combiwe build the school’'s unique

organisational culture.

2.2 ORGANISATIONAL CULTURE

2.2.1 INTRODUCTION

In the previous section | argued that there has laeghift in the methodological approach
to educational management and leadership studegybtr about by a renewed emphasis
on subjective experience and critical interpreyproaches. This new perspective has
the potential to shed light on previously neglectedmes and experiences of those
involved in educational management. It also all@me to view school as organisations

differently, focusing on the significant role thatlividuals play in the school.

The aim of this study was to highlight the impodarof individuals, their norms, system

of values and beliefs, and how the sharing of waricultures sets the foundation of what
is known as organisational culture. | thereforesprd the concept of organisation culture
in relationship to school culture according to gegspectives of various scholars namely
Schein, Sergiovanni and Deal and Peterson who fotukeir writing on the cultural
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perspective of schools. | also describe the elesnehibrganisational culture as seen in
schools. Adopting a cultural approach to schooisgsra new dimension to the way of
perceiving them since, with such a collective si@of cultures or subcultures, the school

is considered a community rather than an orgaonisgBergiovanni 2001: 74).

2.2.2 THE CONCEPT OF ORGANISATIONAL CULTURE

Greenfield and Sergiovanni share the idea that msghons are “nonnatural” or
“artificial” as organisations have been conceps@liand created by humans’ imagination
and are subject to “the whims of human predispmsstiand conventions...” (Sergiovanni
& Corbally 1986: 7). In other words, organisatiamsre not created by some divine power
making them subject to universal laws. They are -made as each individual brings
his/her history, experience and meaning making, heishe has been socially constructed
and what he/she believes in - in a word, the imligl’s culture within the organisation. In
order to simplify my argument, | to distinguish tbencept of culture as it is commonly
known in everyday life from the term ‘organisatiboalture’.

Dimmock and Walker (in Bush and Bell 2002:71) digtiished organisational culture
from what they call ‘societal culture’. For themrganisational culture represents the
rituals, symbols and heroes that are created witénorganisation and which can be
managed or changed. On the other hand, societaireukefers to the basic assumptions
which are shared by groups of people in a socieijnmock and Walker believed that
societal culture is more anchored within a soceatyl that it is “outside the sphere of

influence of an individual leaderTlid.).

The term ‘culture’ in our society refers to the idthbeliefs, customs, practices and social
behaviour of a group of people. For instance, $o@ety, one can say that that there are as
many cultures as groups of people. However, thdiphellcultures and subcultures can
sometimes be connected or bound to each otheegsrtight have different sets of values
in common and this might contribute to a singlejfyumg culture. Similarly, in an
organisation, people bring their societal cultureir beliefs, assumptions and ways of

making meaning which are specific to them; thene loa conflict of values (because of
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differences) or in some cases, a combination of itidividuals’ values and the
organisation’s goals which then help in building tirganisational culture. As a result, one
can say that organisational culture is built froire tparticipation and sharing of
individuals’ cultures which then give rise to cutta and subcultures in the school. The
interaction of various subcultures enables the alctwchave its own specificities and ways
of doing things which create the school’s uniquéura, known as the organisational

culture.

2.2.3 DEFINITION OF ORGANISATIONAL CULTURE

Bush (2003: 156) introduced the notion of cultunabdels of schools in his revised
version of Theories of educational leadership and managenasnte considered that
societal and organisational cultures are becomiogerand more significant in educational
management and leadership studies. He believedntiaiduals bring their own personal
culture to the organisation and “these individuargeptions coalesce into shared
organizational meanings”. Hence, for Bush (2003)18he organisational culture of a
school is built when there is the fusion of indivadls’ sets of values, beliefs and norms
with the organisation’s goals so that both becomesitigle or dominant culture” in the

organisation.

A school’s organisational culture is defined by Daaad Peterson (1999:2) as a way for

the school leaders to

...better understand their school's own unwrittenesubnd traditions,
norms, and expectations that seem to permeatetbireyythe way people
act, how they dress, what they talk about or avalking about, whether
they seek out colleagues for help or not, and heaghers feel about their
work and their students

They believed that students’, teachers’ and thacpal’s behaviour and attitudes are
consciously or unconsciously guided by the “invisiltaken-for-granted flow of beliefs
and assumptions” (Deal & Peterson 1999: 3-4) wipivail within a school. They also

asserted that the cultural patterns or “way of gdmngs” in the school have been created
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by previous or present stakeholders of the schadlklat they “have a powerful impact on
performance, and shape the ways people thinkaadtfeel” (Deal & Peterson 1999:4).

The idea of culture shaping “the ways people thikt, and feel” Ipid.) is shared by
Schein (1992: 12) whose definition of culture idakws:

A pattern of shared basic assumptions that thepglearned as it solved
its problems of external adaptation and internaégration, that has
worked well enough to be considered valid and,efoee, to be taught to
new members as the correct way to perceive, tlané,feel in relation to
those problems.

For Schein, this definition highlights the followgnissues: firstly, shared assumptions
which are developed over time govern the way imtligls will interact, think, feel and

behave within the group (Schein 1992: 14). Secqnitigiso shows that culture provides
shared and accepted assumptions to a group ofgety are committed to them as these
shared assumptions have brought a certain cohasmulirection to the group and proved
that they worked in the past. In a school contax@chool’s culture usually stems from a
shared history, within the school, which then depel into shared, “taken-for-granted”

ways of doing things.

Schein also provided a detailed explanation of migdgional culture which he divided into
three levels. He explained that the
term level refers to “the degree to
which the phenomenon is visible to
the observer” (Schein 1992: 16). The
most visible and tangible aspect of the
different levels of the organisational
culture are the cultural artifacts. In a
school setting, cultural artifacts would
be rituals such as assemblies, staff and

management meetings, ceremonies,

school uniforms, emblems and
symbols, history of the school or stories and soFam example, the picture on page 16 is

the school’'s emblem which can be seen on the ung@and at the entrance of the school.
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It symbolises the school’s sense of belonging éoltbreto community, and all the Loreto
schools of the world has the same emblem. Howdweisimply observing the cultural
artifacts of a school, one cannot fully understéimein as they are subject to multiple
interpretations and meanings. Therefore Scheinesigd that the observer should remain
in the setting for a sustained period of time ttdyeunderstand the underlying values and
principles of the cultural artifacts (Schein 1928).

The next level is the espoused values shared bgrthgp within the organisation when
members of the organisation have seen and ackngedetthat these values have provided
“a guide and a way of dealing with the uncertainfyintrinsically uncontrollable or
difficult events” (Schein 1992: 20) or helped inhaving the targeted goals of the
organisation. It is at that level that it is im@ort to seek alignment between individuals’
personal system of values and beliefs and the ma@on’'s values and beliefs. Very
often, values are developed when members or foarmfehe organisation suggests ways
and means to tackle a problem or other issues.el$ugggestions come from their personal
assumptions which will be put to the test of tinmd ssuccess (Schein 1992: 19). For
instance, a school’s code of conduct is producesh fthe assumptions of members of the
staff, management and governing body of what shbeldhe good and bad students’
behaviour. The proposed code of conduct

Our Vision
leaming and leading in Love and Justice might be amended in time according to its
T effectiveness in the school. Schein
Our Mission Statement emphasized that there must be a kind of
I e “social validation” (Schein 1992: 20) of
based G -rl " A thea | ..A_n.._jm
in which the potential of each person il be i
eudsmendoti g mmﬁ;wm the proposed values in order for them to
wﬂmmmmmm be “espoused” by the group.
we gim fo produce well eduaaied, mature, self-disciplined citizens
o willserve their y ond their country.

In the third level or what Janson (in Van
der Westhuizen 2002:125) called the
philosophical aspects, one finds the basic

assumptions which are the essence of the

organisational culture. Basic assumptions
evolve from being the frequent references

and solutions to the problems and gradually becthreeshared way of perceiving, doing
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and expressing things. They can be the missionfvistatement, goals, ethos, values,
beliefs, basic assumptions, and philosophy of tlgamisation. The picture on page 17
shows the Vision and Mission statements printethenYearbook of the Loreto Convent
School of Pretoria. These can also be seen indheo$s hall (picture in chapter 5 page
81) and the school’s reception hall. Not only ddesxpress the academic goal of the
school but also the social and spiritual commitmeinthe school to fully develop the
“potential of each individual” (mission statementynderneath the statements, the picture
of two smiling girls of African origin shows thetsmol’s will to promote multi-racial and
cultural relationships as well as “unconditionalcgqatance of one another” (mission

statement) which is a significant aspect in thet®ddrican context.

The assumptions unconsciously control the behavwdumembers of the organisations
who “will find behavior based on any other premiseonceivable” (Schein 1992: 22).

Schein asserted that “to understand a group’srellane must attempt to get at its shared
basic assumptions and one must understand theingapnocess by which such basic

assumptions come to be” (Schein 1992: 26).

These levels of organisational culture can be géiling in a school context, particularly
to people outside the school; in fact, elementhefschool culture will be the factors that
parents will be looking out for in order to makes thomparison between an effective
school and a dysfunctional one. However, as Batssqg(oted by Janson in Van der
Westhuizen 2002: 125) argued:

The dynamics of organisational culture are shapedhb exchange of
thoughts and ideas between teachers, parentseteand the Department
of Education.

In other words organisational culture is not onlgulded by the school management and

the teachers but also by the parents.
In short, organisational culture is evident in bisi signs within the organisation, but to

understand the meaning and power of these signseeds to explore the underlying

values and beliefs as well as the basic assumpbiotiie group.
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2.2.4 ORGANISATIONAL CULTURE AND SCHOOLS AS
COMMUNITIES

Sergiovanni shared Schein’s views on symbols, sagukrituals, being artifacts of deeper

meanings and values and considered the schoolew@$tua metaphor which

helps direct attention to the symbols, behavioeglutarities, ceremonies,
and even myths that communicate to people the lymdgrvalues and
beliefs that are shared by members of the orgaarzgbergiovanni 2001:
124).

However, the novelty of Sergiovanni’s understandafgorganisational culture is how
“Underlying the cultural perspective is the conceptommunity and the importance of
shared meanings and shared values” (Sergiovanror&ally 1986: 8). Over time, there is
a process of “bonding” which takes place: Sergiovatefined the term “bonding” as a
process by which a group of people who identifyrikelves to their shared values and
beliefs and are gradually attached to each otHemst like a family or a community:
“Communities are collections of individuals who d&@nded together by natural will and
who are together bound to a set of shared ideagaats” (Sergiovanni 2001: 77). Thus,
according to Sergiovanni, the fundamental notion oofanisational culture is the
underlying assumption of relationships among a groti people or which he called a
community.He also considered schools as communities with toenplex web of culture
and subcultures which contribute to create an asgéonal culture, specific to the unique

organisation:

Communities are organized around relationships...thesate social

structures that unify people and that bind thena et of shared values
and ideas...that provide the needed conditions featarg a sense of
“we” from “I” (Sergiovanni 2001: 77).

The school is a good example of the web of relatigrs which are woven within the
school community. Schools exist through people,rareby people and for people who,
even if they have differences, share somethingoimmaon. It is true to say that it is
challenging to have an immediate “bonding” effedthwa school’s unique culture. For
instance, one knows how difficult it is for a negather to adapt to or be accepted in a
school. It is due to the school’s unique cultuhe way of doing things, the respect for the
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rituals, symbols or setting (for example, the temshroom) and the idea of “bending” the
rules or traditions or may be bringing new ideaghhbe perceived by others as offensive
or even too revolutionary. Hence Sergiovanni’'se&fbn on organisational culture is that
there can be shared values and meanings only rié tisethe building of a community

within a school or what he calls the “cultural cetfighat holds diverse groups together
(Sergiovanni & Corbally 1986: 8). It is thanks tust community building that various

individuals will think and act as one, which witlen provide to the school with a sense of

‘togetherness’.

2.2.5 ORGANISATIONAL CULTURE AND LEADERSHIP

The question that one can now pose is “How will thrganisation’s culture and
community be maintained and who will do it?” Thene two schools of thought: one
group of theorists assert that it is the schootiéesi role to create and maintain the
organisational culture. The other school of thoughhat it is the organisation’s cultural
force which drives and shapes the leadership.
Thus, the core of my argument in this section is to
show how leadership and organisational culture
are intertwined and how one concept influences

the other.

This relationship is partly explained by Schein
(1992:5) who claimed that there is an essential
factor contributing to the creation and success of
an organisational culture; it is the aspect of
leadership. His main argument about the
relationship between organisational culture and
leadership is that “culture and leadership are two
sides of the same coin...” and that the leader, as

an individual, defines and shapes the
organisational culture (Schein 1992:15). The
picture on page 20 is of the Loreto sisters’ Promh(the Head of the Loreto Sisters’
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community in South Africa), Sister Monica, unvegirMary Ward’s portrait in the
school’s hall. The aim is to make students, stadff parents aware that it is thanks to Mary
Ward that the history of Loreto education startéal and Peterson (1999:10) shared
Schein’s opinion since they considered that thenmale of the leader is the “creation,
encouragement, and refinement of the symbols amibaslc activity that give meaning to
the organization”. They believed that the leadesusth be the one who encourages the
creation of the school culture and that the leasleesponsible for preserving this school
culture. Smith’s (1995: 77) naturalistic study efathers of diverse race and culture
working in the same high school in South Africawsbkd that the founding principal was
the key figure in the creation of the vision, missand culture of the school and that “the
teachers’ social organization cannot be understqait from the person and the role of
the founding principal”. His study highlights thealder’s role in creating, shaping and
maintaining the organisational culture: missionfnsstatement, rituals and ceremonies,
symbols such as emblems or uniforms are some ofisitdle cultural artifacts created by
the principal or the senior management team inrotodeyive to the school its unique

character.

However, Dimmock and Walker (in Bush & Bell 2002t) 7/see this culture-leadership
relationship differently by claiming that not ordip school leaders influence the school’s
culture but they are also influenced by it. Sergimy, sharing the same views, asserted
that “Leadership acts are expressions of cultured argued that the leader should be
expressing the meanings and values of the orgamsatulture (Sergiovanni & Corbally
1986: 106). This can be seen through the leadetisrs, attitude, approach to the school
community, even the language used: “The real vafueadership rests with the meanings
which actions import to others than in the actittesnselves”lpid.). As | show in chapter
five, the leaders in this study explain how thaittan and unique ethos of the Loreto
Convent School of Pretoria has “rubbed off” on th@apter 4 page 61). Sergiovanni’s
argument holds that cultural leadership occurs vtherleader ensures that he/she reflects
the school’s culture and when “the meanings a leadexmunicates to others is more
important than his or her specific leadership Styfergiovanni & Corbally 1986: 106).
Hence, for Sergiovanni, the leader is influencedh®yschool’s culture and embodies the

ethos, values and beliefs of the school.
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Moreover, Sergiovanni (2001: 100) also considets®l gchool’s culture as one of the
forces helping “the principal to push the schoaiward toward effectiveness...” This
cultural force provides a sense of identity, ofqu@ness to the school which helps in
building commitment and a sense of belonging amdhg staff, students and
administration to the school. This communal workemvironment consequently instils
motivation and hard work in the school which inntuimproves the school’s effectiveness

and performance (Senge 2000: 460).

The school leader thus becomes an active symbtiheofschool culture, which in turn
influences his/her leadership. The school orgaioisak culture also fosters effectiveness,
excellence and motivation in the daily behaviourtloé individuals within the school

community.

In this section, | have shown how organisationdtuce and leadership are connected and
how one concept influences the other, dependingna's perspective. In the next section
| look at the evolution of leadership theories owke years. However, rather than
presenting the theory for its own sake, | atteropdiscuss it within the broad framework

of organisational culture.

2.3 LEADERSHIP THEORIES

2.3.1 LOOKING AT LEADERSHIP THEORIES THROUGH
ORGANISATIONAL CULTURE LENSES

In the preceding section, | discussed Schein angji@@anni’'s perspectives on the

relationship between organisational culture anddeship. Schein believed that leadership
creates and shapes the organisational culture afie3ergiovanni asserted that it is the
organisational culture which guides the leadersthia way he/she should lead the
organisation. In order to understand the implicaidhat such perspectives have for
leadership, | believe that it would be importantléok at the evolution of leadership

theories within the framework of organisationaltatg. | attempt to answer questions such

as “What has brought changes to leadership thé&dritShould organisational culture be a
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factor worth considering when looking at an orgatn’s effectiveness?”, and “What

type of leader would Schein or Sergiovanni prodos@n organisation or a school?”

In the early 1900’s, the characteristics of thee@ff/e leader were made known through
the ‘trait theory’. It was believed that the leadeas “born” with attributes related to
values, skills, confidence and personality whick #re characteristics that all leaders
should have (Hoy & Miskel 1996: 378). However, otiare, scholars found that there was
no scientific evidence of any direct correlatiovieen possessing these qualities and the

success of an organisation.

Therefore, in the beginning of the 1940’s, as actiea to the trait theory, scholars
developed situational theory which emphasized tmext in which the leader leads. The
main question they tried to answer was: “To whatee does the context influence
leadership?” Situational factors such as the imierand external environment, the
subordinates, the organisation, as well as theel&adole in the organisation (Hoy &
Miskel 1996: 380) were seen as variable factorscwigould influence the leader’s
behaviour. At first glance, such a theory seentsetthe ideal fit for the scholar concerned
with organisational culture: situational theory @akinto account the culture of an
organisation which determines the leadership, smndhat finds support in contemporary
thinking (Sergiovanni & Corbally 1986:106). Yet, athSergiovanni proposed is that, for
instance in a school context, the principal shdelthbody the culture of the school” in
order to be the “symbolic leader” (Sergiovanni 20005-106). He wanted the leader to be
preoccupied by “being” and not “acting” the cultuiéne leader, through his/her language,
attitude, approach to other individuals, becomes #ssence or embodiment or
spokesperson of the school culture. This conceppeartership is very different from the
situational theory which overlooks the importanée¢he leader in leadership. Situational
leadership disregards the contribution of the iitligl in the leadership process.

Behaviourist approaches constitute an attemptnthsgise ‘person’ and ‘task’ as scholars
performed tests and created grids which aimedoking at people’s style of working and
the leaders’ behaviour towards the subordinatey &Miskel 1996: 382). Behaviourist

theories showed that the leader was taken up lgsk-person” tension: finding the right
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equilibrium between achieving the task or orgamsa goals and encouraging
interpersonal skills as well as having considerata the subordinates (Yukl 2002: 60).

Fiedler's contingency theory was inspired by théawourist approach; its aim was to
find the best style of leadership to fit to thehtigituation. He devised a scale called the
Least Preferred Co-worker (LPC) Scale which meaktine leader’s style: whether it is
oriented towards task (a task-motivated leadehumnan relations (relationships-oriented
leader). For Fiedler, the situation or the workérmyironment in which the leader is also a
major factor: if the followers are unwilling andmntivated to do the task, the leader will
have to be more concerned with accomplishing tek &md finding ways to motivate the

group.

| consider Fiedler's contingency theory to suit thge of leadership that Schein proposed
as there are many similarities between the twoowmisi Knowing the situation or an
organisational culture is important for the leader he/she will know what style of
leadership to adopt. In the case of a school alwrere students are motivated but there
is a high rate of absenteeism among the staff achiers rarely go in class in order to
attend their personal businesses, a ‘task-orideteder’ is needed so that the staff attend
their classes and give of their best in order tuea® the organisational goals which is to
be a learning community. As Schein (1992: 15) puthe leader should look for the
dysfunctional elements of the prevailing organaai culture in order to be able to shape

or change the situation or culture.

Furthermore, since the LPC is also known to meathe€personality characteristic...”
(Hoy & Miskel 1996: 387), | also believe that itwsrth knowing the personality and the
leadership style of a leader in selecting a lealder.instance, | believe that in a catholic
school it is essential for the principal to be #@holc as he/she will be able to better
understand and respect the key values and befigtie achool. If changes are to be made,

they will be performed by the leader in line wiltetcatholic educational goals.
However, Fiedler's theory has some important litiotas. For instance, the LPC scale is a

problematic self-assessment tool. The leader hasvi&duate his/her leadership style

according to a limited choice of words providedthg scale. The understanding of one
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word may differ from one person to another andeig/\subjective. Hence, this assessment
tool is not as objective and rational as it clabm®e. Furthermore, | believe that Fiedler’s

Contingency theory perpetuates the dichotomy betweenan relations and the need to

achieve the task which does not provide a holigtiture of leadership. Thus, one can

conclude that this theory is only a partial anstweeour understanding of leadership in a

cultural perspective.

The publication of Burns’ seminal texteadershipin 1978 moved leadership thinking to
a new level. Burns distinguished between ‘transaeli and ‘transformational’
leadership. He argued that the ‘leader-followeetationship had been disregarded by the
previous theories. According to Burns, trait, diti@al and behaviourist theories present
leadership as a “bargaining” or “reward/exchanggétionship between the leader and the
subordinates (Foster in Smyth 1989: 41). Burns ekell that the essence of
transformational leadership lies in the leader hgva vision for the organisation and
sharing it with the followers. The leader shoulgoabe a source of inspiration in order to
empower and “convert followers into leaders andiéga into moral agents.” (Burns in
Greenfield 2004: 176). At first glance Burns’ coptef transformational leadership does
not seem very different from trait theory sincesithe qualities of the leader that are again
emphasised as the major factor. What was profoumelly and different was the vision of

a ‘moral’ dimension to leadership. Burns argued tha

...leaders engage with followers, but from higherelevof morality; in
the enmeshing of goals and values both leader$odindiers are raised to
more principled levels of judgement (Foster in Sm889: 41).

William Greenfield (2004: 175-176) further exploréet moral aspect of leadership in the
educational field by claiming that:

the transforming leader looks for personal motivefollowers, seeks to
satisfy higher needs, and engages the full perdameofollower. The
result of transforming leadership is a relationsbipmutual stimulation
and elevation that converts followers into leadgerd may convert leaders
into moral agents.
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This concept is shared by Sergiovanni (2001) a$ aseDeal and Peterson (1999) who
considered the leader to have a moral, culturalsgntbolic role in the school. According
to Sergiovanni (2001: 105)

when principals are expressing symbolic aspectearership, they are
typically working beneath the surface of events antivities; they are
seeking to tap deeper meanings, deeper values.

Hence it is possible to argue that the evolutioteaflership theory has been a series of
movements ‘away from’ and ‘towards’ the concern ttoe individual. It started with the
recognition of the individual in trait theory: intwational-behaviourist theories, the human
being’s contribution was devalued. Burns’ transfational leadership gave back to
leadership the importance of interpersonal relatiges, of sharing and mutual

commitment as well as a moral role to play wittia brganisation:

...the idea of moral leadership holds much promigeeftabling school
administrators to lead in a manner that can bdptteachers develop and
empower themselves to teach and lead in the coatextternal pressures
to reform schools (Greenfield 2004: 174).

More contemporary thinking has given rise to caitior post-modern theories, such as
feminist leadership theories. In the next sectibrpresent the feminist critique of
traditional leadership theories. This critical pestive vindicates the importance of the

individual in the leadership theories but also astkiedges the leader as ‘gendered’.
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2.4 FEMALE LEADERSHIP: THE ALTERNATIVE VOICE

2.4.1 INTRODUCTION

The question of gender in leadership is one ofntlest prominent critical considerations
in the field of leadership and management. Theimalgaim of critical theory was to
challenge the mainstream, classical approach wthied many conceptual gaps,
particularly when it came to allowing marginal vescto be heard — for instance, those of
female managers. In this section, my aim is fifstty present a brief overview of the
feminist critique of leadership and management rieep particularly in relation to
educational leadership. Secondly, | provide an wieer of research which has been
carried out in female leadership and educationtiquéarly on the African continent.
Finally, | justify the need for my research whictteapts to look at female leadership

linked to organisational culture.

2.4.2 CONTESTING AN “ANDROCENTRIC” ORIENTED THEORY

The feminist critique considered the traditionadership theories as being patriarchal or
sexist. In her influential texfWomen in Educational Administratidii989) Shakeshaft
used the term “androcentric” to refer to “to thagirce of viewing the world and shaping
reality from [sic] a male lens” (Shakeshaft 19880l She argued that leadership and
management were explained and understood from wiales’ perspectives: the theories
were written for men, about men and by men. Schnsheked her opinions:

Not only do most leadership theories deny the e&pee of women in
school, theories of leadership are fraught withsésa and unspoken
assumptions about the role of gender in organiastidMost theory has
focused only on males in organisations (Schmuclgitesl by Bush and
Coleman 2000:29).

Shakeshaft provided a complete overview of theasitn of women in educational

management. She firstly noted women’s absencermnastration which was followed by

research done in order to identify the ways thatmeo leaders manage and lead in
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patriarchal structures as well as their experierasesubordinates. Further studies used a
subjective approach in order to explore women’'sc@etions and experiences of
administration and leadership (Shakeshaft 1989:1r8)1990, Rosener looked at the
differences between the ways that women and merageah the research focused on the
differences in leadership style between men and emorwhile men would tend to use a
“‘command and control” managing style, women’'s |egki@ style was seen as
transformational or what she called “interactivRogener 1990: 120). They usually have
a caring and nurturing attitude; they emphasize dnimelations and have abundant
enthusiasm when relating to their work and collesguhey are also seen as adopting a
more participative and democratic leadership stglmpared to menlifid.). Thakathi &
Lemmer (2002:195), in their case study set in SoAififica, showed that the woman
principal uses “personal symbolic strategies toatldsth her professionalism and
leadership”. For instance, she is aware that th tlvat she dresses has an impact on the
school. She would carefully choose her clotheshabthey reinforce her professionalism.
She also makes sure that they are suitable tothieissas a leader but also appropriate to
her age. Hence, one sees that women try to finfgrdrit leadership strategies which

would enable them to succeed in a ‘male-orientedcture as | show in the next section.

2.4.3 “SOCIALIZATION MADE US FOLLOWERS”

One of the explanations provided by Rosener (192@) of the difference in leadership
style between men and women, is that they have beeialised differently. Historically

and socially, society has imposed different setdeiiaviours and roles on men and
women. Since women have the “natural” gift of nurtg, caring and providing security,

“teaching came to be defined as a female professidnadministration as a male domain”
(Smulyan 2000:15). The traditional educational nggmaent theories considered feminine
traits as incompatible with leadership and managerf@reyvenstein 2000:32). Thus, the
female teachers pursued their career thinking teathing was the only appropriate
occupation for them and that they could not asprdiigher posts in the institutional

structure. In a South African context, Mwingi (20QI24) argued that for the female

leaders, gender discrimination was facilitatedhmy following managerial structures:
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Discriminatory employment policies where the proimotstructures are
unfair on women, limited openings for women in thaditionally male
school head positions and a strong dominance of swdialization that is
characteristic of the races found in South AfriGanerally speaking, men
in South Africa continue to occupy the upper categoeven where
women have the same educational attainment

As Curry (2003:1-2) argued, socialization has maideomen followers, and women have
been “culturally embedded in beliefs that self-clieelness and leadership were

unacceptable for their gender”.

However, as the gender critigue has gained momensonrcalled ‘feminine’ traits are
increasingly considered an asset rather than ditjali\s Shakeshaft (1989: 197) put it:

Relationships with others are central to all acioof women
administrators. Women spend more time with peam@e)municate more,
care more about individual differences, are coregmmore with teachers
and marginal students, and motivate more. Not mingty, staffs of
women administrators rate women higher, are maoduymtive, and have
higher morale.

2.4.4 ORGANISATIONAL CULTURE AND FEMALE LEADERSHIP

In the previous section, | have shown that theetatculture promoted the inferiority of
women and that such kind of discrimination was atefiected in the hierarchical
structures and even in the organisational cultine.1996, Mitchell & Correa (in
Greyvenstein 2000: 31) identified as one of thatstiies which should be used to redress
gender imbalances in education management in Sédfiica the development of
organisational cultures which encourage women ‘@ la&cess to leadership positions. In
2001, the situation had not changed much as Mathipaoka (2001: 330) recommended
in their studies on the possible barriers to thgaadement of women in leadership
positions in education, that the attitudes of tla¢elgeepers should be changed “to be
friendly and positively disposed towards the upwardbility of women in leadership
positions”. In 2003, in her strategies to createeavironment conducive to women in

educational management positions, Mabovula (2083 proposed that it was by actions,
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behaviour and attitudes of staff that an orgarosati culture could be developed, thereby
helping management structures to bring about teede of changes in their institutions.

Hence one can see that the discriminatory societiales have permeated organisational
structures and cultures. The change in perceptonery slow and still remains a daily

challenge that female leaders have to face. Myestein the Loreto Convent School of

Pretoria is aligned with the main purpose of thmifest critique movement, succinctly

expressed by Blackmore (as quoted by Grace in @rawKydd & Riches 1997: 68):

Feminists demand not just equality, but that thegome the subjects and
objects of an alternative, autonomous discoursechvibhooses its own
measures and criteria

2.5 CONCLUSION

In this chapter, | presented an overview of edooati leadership theories from a cultural
perspective. Thanks to an interpretive approaatseltheories have developed in a way
that highlighted the importance of the person most organisations.

| have showed that the individual (the school |leddacher, student or parent) shares
his/her personal values and beliefs in the schioothis way, the school's stakeholders
participate in the creation of a shared schooluceltThe school culture is the accepted,
taken-for granted assumptions and norms that thebees of the school share and
espouse. Over time, this process transforms thebmenof the school organisation into

members of school community whose aim is to builelbaning organisation.

A cultural approach to leadership goes beyond rdmditional perspective of leadership as
being only concerned with the best leadership styldehaviour. It is concerned with
showing that factors such as school culture, ssat@bn or socio-economic issues should
be considered when exploring leadership. Moreo¥enn such a perspective, true
leadership is about recognising the leader as dalvidtwal with his/her personal

background, gender as well as multiple roles te&he has in society.
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Hence, in this chapter, | have presented the thieateand methodological framework of
my study where the concepts of organisational celltund female leadership are the main
foci. In the next chapter, | provide a detailedlioet of the methodology used for my

research.
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CHAPTER 3

METHODOLOGY

The more ways we look at a problem, the more vowedisten to and
actually hear, the more eyes beyond our own we usesdewith, the
greater the depth aeinderstanding Christopher Hodgkinsan

3.1 INTRODUCTION

This chapter is concerned with the choice of myeaesh paradigm and the specific
characteristics that such an approach offers tostugly. | also describe and explain the
method that | use in order to try to understandpifienomenon under investigation better.
| provide a detailed explanation of the choice gfaata gathering tools, highlighting their
advantages and disadvantages which have had amtimpany study. In this respect, |
also discuss the ethical issues at the time of esgarch process. Lastly, | provide a
description of how | went about the analysis of daya and justify the way of presenting
and discussing the data. Finally | offer a critigplemy methodology by looking at
potential limitations.

3.2 THE RESEARCH PARADIGM

3.2.1 WHY A QUALITATIVE APPROACH FOR EDUCATIONAL
RESEARCH?

As discussed in chapter one and two, the primaa} gbmy research was to explore the
relationship between organisational culture anddeship. | investigated the question of
whether a school’s organisational culture influenleadership or whether it is the school
leader who influences the organisational cultutefter 2: 22). Secondly, | looked at the
school’'s female leaders’ perceptions of leadersiius my challenge was to find the
theoretical and methodological frameworks which ldanable me to look at “the human
and humane” (Greenfield and Ribbins 1993: 164rhos| administration and leadership.
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Research in school administration and leadershgp deen controlled by scholars who
were chiefly concerned with providing and teachaalgninistrative skills, leadership styles
and behaviours; it was what Greenfield called &'#fic administration” (Greenfield and

Ribbins as cited by Cahill 1994: 252). Howeveready as the mid 1970’s Greenfield and

other scholars began to argue that the scienggemony should come to an end.

In her study of female school principals’ percepsioof leadership, Mwingi (2000: 38)

stated:

Research in this field can no longer afford to Iirely quantitative
reducing experiences, meanings and viewpoints freisonal statistical
figures because people are in constant interactiinthe world they live
in and from their engagements conceive attitudesvawpoints and hold
values and beliefs.

In this perspective, as an alternative to positiael quantitative approaches, a qualitative
approach is appropriate in educational researchasyrding to Maxwell (1996), it offers

the following strengths which provide a suitablanfiework for reaching my research

goals:

* Understanding the participants’ ways of making niegs of their experiences and
events as well as “how their understandings inite@etheir behaviour” (Maxwell
1996: 17).

* Understanding the particular context within whidte tparticipants act, and the

influence that this context has on their actionbid().

3.2.2 THE INTERPRETIVE FRAMEWORK

The epistemological orientation of this study itemretive which enables the researcher
to “understand reality and others by interactinghwhem and listening to what they tell
us” (Terre Blanche & Kelly 1999: 123). Schwandt @enzin & Lincoln 1994:118)
defined the interpretive framework as being “thenaan for the life world...for

understanding meaning, for grasping the actor'sdiein of a situation” and argued that
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in order to understand the world of meaning, therpretivist must interpret it. Therefore,

the key interest in the interpretive paradigm idenstanding through interpretation. In the
same way, for Morrison (in Coleman & Briggs 2008),1lthe interpretive paradigm is an

appropriate approach in educational research adl“edacational research needs to be
grounded in people’s experience...for interpretividtee core task is to view research
participants as research subjects and to expleréntkanings’ of events and phenomena
from the subjects’ perspectives”. In the interpetiorientation, the researcher is the

principal ‘instrument’ for collecting and analysidgta.

As a result of my using the interpretive approania,participants (three female leaders in
the Loreto Convent School of Pretoria) were ablexpress their ‘reality’ in terms of their
perceptions of leadership in the school contexth& school’'s unique organisational
culture. Furthermore, | believe that the particisaas female leaders, could also provide
their experience of their leadership which lead®xploring new aspects of the female
leadership phenomenon. However, as Cadteal. (2000: 27) argued, one of the dangers
of the interpretive approaches is that “... they Ibeedermetically sealed from the world
outside the participants’ theatre of activity -ythput artificial boundaries around subjects’
behaviour”. In my case, | am fully aware of the ton (which is mainly the
organisational culture) of the case study as irie of the focal points of my study. |
situate the participants’ perceptions in the sckoobntext or values and beliefs, and to
some extent the participants’ family or educatidmatkground which are clearly some of

the factors which have influenced the leaders.

3.3 THE CASE STUDY METHOD

The term ‘method’ in research refers to the teaesgor procedures used in order to
gather data (Cohest al.2000:44). Stake (1995: xi) defined the case saglithe study of
the particularity and complexity of a single casaming to understand its activity within
important circumstances”. Cohenal. (2000:182) asserted: “Case studies strive to gprtr
‘what it is like’ to be in a particular situationp catch the close-up reality and ‘thick
descriptions’ of participants”. Merriam’s (2001:18haracterisation of a case study is

particularly helpful:
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While case studies can be quantitative and canthesty, in education
they are more likely to be qualitative... A case gtdédsign is employed
to gain an in-depth understanding of the situaiod meaning for those
involved... Case studies are distinguished from otipees of qualitative
research in that they are intensive descriptiorts amalyses of a single
unit or bounded system such as an individual, gnara, event, group,
intervention or community.

The key points here — the qualitative nature ofecsisidies, the need to gain in-depth
understanding, and the focus on a single groupe-particularly appropriate to my case
study.

Yin (2003:5-6) suggested that there are three tyffesase study methods: exploratory,
descriptive and explanatory. Similarly, Stake (189%) identified three categories of case
study: intrinsic, instrumental and collective. loske the exploratory case study for the
reason mentioned above but this case study isalsmterpretive one because of my

intention of “analysing, interpreting, or theorigiabout the phenomenon” (Merriam 2001
38).

If the case study method, which is “anchored in-liéa situations”, offers the possibility
of “investigating complex social units” and “illummates meanings that expand its readers’
experiences” (Merriam 2001:41-42), | am aware thgtstudy is focused on a specific
case which is the Loreto Convent School of Pretand that | focus on a small sample of
three female leaders. Based on my research gobHljdve that the case study method
would provide the best way to know more about thmdle principals’ experiences as
Smulyan (2000: 42) affirmed: “Case studies fill @apgn a body of literature that until
recently has provided a limited understanding of tived experience of women

educational leaders”.
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3.4 THE SAMPLE

According to Durrheim (in Terre Blanche & Durrheit®99: 44), sampling is about
deciding which settings, events, people and belavito observe, interview or record. In
order to be able to make such decisions, the reselaneeds to establish some criteria

according to his/her research goals as well aspbeificities of the study.

| chose the school based on the following criteria:

* Having studied and taught in a Loreto Convent SthooMauritius, | have
personally experienced the particular organisationtiure that characterises these
schools.

* Not having the possibility of doing my research Mauritius, |1 conveniently
looked for one of the Loreto Schools in South Adrieand selected the oldest one
which is in Pretoria.

* The school is (and always has been) led by fenealddrs and thus the case suited

my goal of capturing female leaders’ perceptionthefr leadership.

Hence, on the basis of the above criteria, my seleof the school was both convenience
and purposeful sampling and reflect Merriam’s (2061) guideline: “The criteria you
establish for purposeful sampling directly reflded purpose of the study and guide in the
identification of information-rich cases”. Arks&y Knight (1999: 56) gave a word of
advice about sampling whereby the sampling of nedpots should be done with great
care as it could affect the information that widl bollected and thus might influence the
researcher’s understanding and interpretationhis respect, | purposefully selected the
school’'s female leaders who were respectively ttteal’s principal, the High school
Head of Department and the High school head ginicesthey had experienced the

school’s organisational culture and also becausg were female leaders in the school.
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3.5 DATA COLLECTION

The choice of the tools for data gathering depesd®ne’s research goals. | gave great
thought to determining which tool would enable m@btain the best information in order
to answer my research questions. Since my mainvgasko obtain the unique perceptions
of each female leader about her leadership andtdbewschool’s organisational culture,
my primary data gathering tool was the intervievaldo relied on secondary methods of
data gathering tools namely observation and doctina@alysis as well as a short
guestionnaire (Appendix B — page 108) which wagsluseorder to obtain a profile of the

respondents.

3.5.1 INTERVIEWS

As mentioned above, my aim was to obtain the fenhedelers’ perceptions and their
understanding of their roles. Hence, the best wiagapturing the lived experiences, of
exploring “people’s more personal, private and semderstandings” (Arksey & Knight

1999:4) was to use interviews. Patton highlightesl potential of the interview as a data-

gathering instrument:

We cannot observe feelings, thoughts and intentidfes cannot observe
behaviors that took place at some previous pointinre. We cannot
observe situations that preclude the presence obaerver...the purpose
of interviewing, then, is to allow us to enter intloe other person’s
perspective (Patton as quoted by Merriam 2001: 72).

| used semi-structured interviews as | wanted ttaiobmy participants’ views on the
school’s culture, what it meant for them and hownfluenced them or not in their
leadership. | was aware of van der Mescht's (2@03: cautionary advice to researchers

who appear to be interpretive in their approachimueality have strong personal agendas:

Questions [may be] too strongly located within aganceived theoretical
framework, allowing little space in which respontfemight elaborate
and through language, metaphor, anecdote and sybdmih to give
meaning to their reality.
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Thus, | had to ensure that my participants hadog@ortunity to express themselves as
freely as possible in terms of what they felt wapartant; at the same time | also needed
to be free to probe and explore responses in eodalifow the emergence of new ideas on
the topic. The interview schedule thus featuredlargpory and open-ended questions
related to organisational culture such as “Whattheemain values and beliefs which are
promoted in the everyday life of the school?”, “Wiethe Loreto tradition?”, “Would
you say that the Loreto tradition influences the/wau lead or is it the other way? How is
that?” | also asked about their own experiencesatiérship as well as the promotion of
leadership in the school in questions such as: “Keowld you describe yourself as a
leader?”, “Has there been anyone who has influegoedn the way that you lead?”, and

“How does the school promote leadership?”

The interviews were tape-recorded so as to allowtarfecus on my participants’ words
and follow up on any ideas shared by the resposd&eifore the actual interviews, | also
informed my interviewees that it would be a conaéonal interview and that anonymity

was guaranteed.

3.5.2 OBSERVATION

In order to gain a better understanding of the skkcculture - rituals, ceremonies,
symbols, ways of doing things as well as the rolé @elationships of the female leader in
such school setting - | decided to use observa®one of my data-gathering methods.
According to Kumar (1996: 105), “Observation is @wgoseful, systematic and selective
way of watching and listening to an interaction girenomenon as it takes place”. |
recorded the observations in the form of descmgtiof situations and events, direct
guotations as well as comments in a research jbuiiféese data which captured
behaviours and events as they were happening kaubtential to enrich the data obtained
from interviews and documents. Merriam (2001:9&e#a®d that during observation the
participant observer obtains first-hand informatand sees things as they are happening
and thus, he/she does not rely only on what otseysthe interviews). During my three
week stay at the Loreto Convent School, | triedbtend into the school’s routines,
sometimes helped out, and participated in the e\agryife of the school; my main role,

however, was that of “an information gatherer” (kkm 2001: 101). Concerning the
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reliability of this method, | was aware that as @vserver of the school | may have
affected what was being observed. As Merriam (2D03). put it, “Participants who know

they are being observed will tend to behave in alyciaccepted ways and present
themselves in a favorable manner”. The obvious whyovercoming this potential

limitation is remain at the site for a reasonalagd time. In my case | remained in the
school for three weeks which may not sound veryglddowever, | did sense that the
school’'s awareness of my presence was far lessipeainduring the second and third

week of my stay.

3.5.3 DOCUMENTS

My last data collection strategy was document asislyDocuments refer to “a wide range
of written, visual, and physical material relevantthe study at hand” (Merriam 2001:

112). In order to gain a richer understanding efhistorical background of the school, the
underlying values and beliefs, | referred to thbost's magazines and yearbooks (for
articles and photos), the handbook of the teachalss, the school rules and regulations
as well as pamphlets which are usually handed ouprbspective students. These
pamphlets relate the history of the founder ofltbesto Sisters’ community and convey
the educational aims of the Loreto Convent Sch@ule key advantage that document
analysis offers, compared to the other two methmdthat “they do not intrude upon or

alter the setting in ways that the investigator htiigMerriam & Associates 2002:13) in

cases of observation or interviews.

Now that | have explained my data-collecting tobldeal with the analysis of data in the

next section.

3.6 DATA ANALYSIS AND PRESENTATION

Merriam et al. (2002:14) claim that analysis is “simultaneous wdgta collection as it
allows the researcher to make adjustments alongvétye even to the point of redirecting
data collection...” It was indeed the case while bwallecting the data. | spent nearly a
week observing the school life before | engagedh& process of interviews. While
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observing aspects of the school, several quesdoreyged and | felt that | should follow
them up in my interviews with my participants. hetevenings, | would review my field
notes and make any final comments particularlyteel#o my study. As for my interviews,

| transcribed the conversations verbatim, extrathedgist of the conversations and asked
my participants to member-check my understandinghefr meaning-making thereby
ensuring validity. As | had three sources of dawyrthesized them by using between-
method triangulation which helped me primarily twieh my findings but also as a means
of strengthening validity and reliability. Arksey &night (1999:23) recommend
triangulation since “cumulatively the weaknessesrod research method are offset by the
strengths of the others”. Denzin offers a furtadvantage, arguing that triangulation is
“employed to measure the same phenomenon, but fifi@rent angles” (Denzin as
guoted by Arksey & Knight 1999: 23). Hence triaragidn has contributed to making my
findings both more robust and more ‘complete’.

Since “data analysis is essentially an inductivategy” (Merriamet al. 2002: 14) |
immersed myself in the data looking out for any miegful words, phrases or metaphors.
Through this process, | obtained the essence afldkee concerning organisational culture
and leadership. Since qualitative research is Wwewn for providing thick descriptions
which would enable the researcher and the readenderstand the participants’ unique
experiences, | sensed that it would be richer andemmeaningful to present my data in
the form of life histories. Richardson (in DenzindaLincoln 1994: 522) describes life

histories as

a body of the text as though the quotations andient snippets are
naturally there, genuine evidence for the casegodiere rather than
selected, pruned, and spruced up for their texdppéarance.

3.7 ETHICAL ISSUES

For research to be trustworthy, issues of religb#éind validity are of key significance. As
described above, | used strategies which woulchgthen the reliability and validity of
my findings; but the researcher’'s mindfulness @keexch ethics is also important, if not
decisive. Even though the school management agieeallow me to interview the

school’s head girl who is a minor, | felt that iasvimportant to ask her parents’ consent
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before carrying out the interview. A copy of thetde of agreement is attached as
Appendix A (page 107). Anonymity was guaranteedntyp interviewees and thus |

distinguish among them by using initials only whanesenting and discussing the data.
The principal assured me that they would be happysed the school’s full name — the

Loreto Convent School of Pretoria.

3.8 THE STUDY'S LIMITATIONS

Positivist theorists claim that one of the mosthpematic aspects of the interpretive
paradigm is that since “reality is multiple andle@erson’s subjective experiences are real
and should be taken seriously” (Terre Blanche &rBeim 1999: 123), there can be no
precise and well distinguished truth. They arguat ttinis approach lacks objectivity.
Hence, | attempted to address this issue by theepsoof triangulation as mentioned
above. Moreover, one must understand that in tteegretive paradigm, each individual's
experience brings “a holistic and richly expansiyglerriam 2001: 9) picture of truth. It
suited my research focus which is organisationdtum and leadership from the
experiences of individual women in school leadgrshHtach of these perceptions

contributed to exploring and understanding theigpents’ contextual ‘truth’.

Since | am familiar with the Loreto institutions,aim aware that | had my own prior
assumptions concerning the school’s culture andsvediydoing things. However, during
my data collection and analysis, | tried to lookhe information through unbiased lenses,
letting the phenomena take their own shape andkdpeahemselves. Furthermore, since
it is a case study, my research is limited by lecK of representativeness” (Merriam
2001: 43) and thus cannot be used as a means ¢oatjea about the phenomenon. Stake
(as quoted in Lincoln & Guba 1985: 120) addresdwsel issue of generalisation by
claiming that there were two types of generalisatioresearch: the law-like, logical one
and the intuitive, naturalistic generalisation. tlle case study, he asserted that a
naturalistic generalisation adds understandingepwnting “the natural experience attained
in ordinary personal involvements”. Thus, it meahat the reader understands the
phenomenon better by experiencing the richnessuaigieness of the case presented “in

the form in which they usually experience it” (Lolo & Guba 1985: 120), that is, with
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rich descriptions which | present in the form @¢ lhistories. As Burrawoy (as quoted in
Smulyan 2000:43) assert: “The importance of thglsicase lies in what it tells us about

society as whole rather than about the populati@inailar cases”.

3.9 SUMMARY

In this chapter, | positioned my methodologicaleatation - the interpretive paradigm -
which has its strengths and limitations. | alscspreed the method used - the case study -
and its tools for collecting data. The data analgsid presentation have been detailed as
well as the ethical issues and potential limitagiof the research as a means of critiquing
my study. In the next chapter, | present my datiéferhistories, with thick excerpts from

my data in order to enable the reader to understaddnterpret them.
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CHAPTER 4

‘COMPOSING MEANING”

...meaning has always implied a sense of wholendss.whole may be,
and usually is, made up of interconnected partd Araning for me,
cannot be separated from context. Chopping realityone’s reality- into
little bits and pieces does damage to meaning dBi¢dl as quoted by Ely
etal.1997: 17).

4.1 INTRODUCTION

In the preceding chapter, | provided the methodoldgramework for my research. The
interpretive paradigm proved to be the best metlogyowhich would enable me to
‘capture’ the perceptions of the female leaderthefLoreto Convent school of Pretoria on

their experiences of leadership and the schootjamisational culture.

In this chapter, | present anddmposgoriginal) meaning from the data that lead (me) us
to understand” (Ehet al. 1997: 20). After giving much thought to the waxtth should
present the data, | decided that | did not wargive a positivist and logical tone to data
which were mainly collected through interviews arservation. My aim is to let the data
‘speak for themselves’ and to ‘speak to each otaethey provided a humane perspective
of female leadership and the context in which teaders are leading, that is in the
school’s organisational culture. Thus, while poyring each of the female leaders, |

introduce the themes and categories which havegaden my data ‘immersion’.

The three female leaders who participated in tesearch are respectively the principal,
the Head of department of the High School and #daalyirl of the Loreto Convent School
of Pretoria. The female leaders’ experiences oir tappointment as leaders, and their
leadership in the school are presented below. Tdlsg share their thoughts on the
underlying values and beliefs of the school’s org@tional culture and its importance in
the everyday life of the school. In their portrayahy narrative voice is heard by means of
my field notes taken while observing the schooleyrlare used as a validity measure but
also as a means of bringing “a sense of wholen@&sdlavita as quoted by Elgt al. 1997:
17).
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4.2 PRESENTATION OF FINDINGS

42.1 MRS D

Mrs D is 57 yrs old, married and is the mother affidren. She worked on a part-time
basis in the Loreto Convent School in 1978 and peently from 1983 to 1986. Then she
followed her husband who was appointed to a pesiticanother province. She returned
to the school permanently as from 1992. She has besching French, English and
religious education and occupied various posts edponsibilities such as religious
education coordinator, Head of English and editothe school's year book. She was

appointed principal of the school, from Grade Rstade 12 in 1996.

“Faith leader”

Being in a catholic school, Mrs D said that shdsféleat it is important for her to be what
she calls a “faith leader”. She explained the tagtbeing a leader who should live by the
values that the school promotes. Thus, in her algrahd her leadership, she tries to live
by values such as justice, love, forgiveness aadqe’l really do try and pray that | be as
Christ-like as | can, as loving as | can in thiero” This aspect of Mrs D was seen on the
third day of my arrival at the school during onetlué early morning staff meeting. Below

is my field note relating the event:

After sharing a prayer, one the teachers, in antiemal atmosphere,
thanked the staff for supporting her in bad timeswell as Mrs D for
having always believed in her. Mrs D thanked het aent towards her
to give her a hug, saying: “You are a very spelady’- | saw an aspect
of the principal as a different leader, very emptthand supportive
(Journal entry: 28 July 2004).

Moreover, faith has a fundamental place in her difel guides her in her choices; she
related her experience when she was asked to &pphhe principalship of the Loreto
School:

| gave it much thought, | prayed about it, | cotstilwith a priest ... |
discussed with my husband and we both went to lseetiest ... and
after all those exercises and really much prayeledided to apply and
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whenever | did pray about it or meditate about ithe.answer | always
got [sic] was, ‘Don’t be afraid, I'll be with you'So | really felt assured,
well perhaps God is guiding me into this...

Loreto tradition, values and Leadership

When asked about the values and beliefs of thetb@ehool, Mrs D explained that the
Loreto schools charisma was based on the valueagteal by Mary Ward who was the
founder of the Institute of the Blessed Mary cogaten (IBVM). These values are love,
truth, joy, freedom and justice and hence, evergry¢he school would develop a
particular theme which would symbolise the “valtiest we particularly appreciate in the
Loreto tradition and particularly the Loreto sister’ Previous themes for the year were
“God the father and the creator”, “Respect for dinersities of cultures” and “Honesty
and Integrity”. For the 12% Anniversary of the school, they celebrated themiheof
“Loyalty, community and commitment” and the 2004re was “Justice and peace and
integrity of creation” These themes would be expddi and represented by the staff and
students by means of posters, creative writing dradving competitions, prayers in
assemblies or special masses. And so, Mrs D addudd‘we try and keep that theme
before the eyes of the children throughout the yeartry to live by it and concentrate on
it". Themes, gospel values and reflective quotesideed striking when one walks along
the school’s corridors. | recorded some of theseb®}s and words which embodied the

values and beliefs of the organisational culturmyinjournal:

In most of the corridors, from the pre-primary ga@ctto the high school
one, laminated posters are hung on the walls: “Lomderstands and
therefore waits”, “Love one another and God's €arthords such as
“Justice and peace”, “Integrity of creation”, “Dortell me what I'm

doing wrong, Tell me what I'm doing right”. Pictweof the Christ's
passion as well as those of the Virgin Mary. Bigsters about
Determination, Destiny, Live your Dream. Quotesnirthe Bible, from

famous people: “Remember no one can make you féetior without

your consent”- Eleanor Roosevelt (Journal entry@§ 2004).

She further declared that the school also lived tbet ‘gospel values’ by having an

outreach programme for AIDS families and childrenWitbank where students would

visit, collect clothing and blankets for the faradi and are reminded at assemblies that
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they should always “reach out to the poor and thegmalised”. | recorded in my journal
that pictures of such activities were stuck in $keff room. They were also shown to the
Parent Teacher Association’'s General Assembly mgeMrs D added that the school

could still be faithful to the Loreto sisters’ awh

[Helping the]...poor, not necessarily poor econonycgderhaps poor in
ability, emotionally impoverished ... children whonse from families
who are dysfunctional ... and the children manifesiosis behavioural
problems and learning problems...

Discussing the influence of the Loreto traditiondavalues on her leadership, Mrs D
stated:

I've always been a faithful kind of person. I'vewvalys been a spiritual
kind of person and | think to lead a school likéstht is important
otherwise it would be any kind. It would be just amlinary school but
it's not. But | think our faith really pioneered atwe do here.

Therefore, it can be seen that the Loreto tradisan line with the “being” of Mrs D; she
acknowledges the fact that the Christian and thretibovalues have an important influence
on the leadership and the whole school, from thdesits, to the staff and management.
These values help in strengthening and guiding theemvork with each other, with the
children and parents, as well as assist them indeaith the daily problems at school.

However, she added that she also contributed ta.dheto tradition and that it could be
seen through several activities that she and #fé @tganise. She is greatly interested in
staff development and began a series of workshogsjng, personal studies, retreats and
colloquiums aimed at contributing to the teacheedf-enrichment as “it's important to
nurture the staff as well”. She also made sure thate are more relationships and
partnerships with other catholic schools by hawmigr-catholic events and retreats for the
students. Hence, she considers the organisatiantlre-leadership influence to come
from “a bit of both” sides and finds it “comfortabivorking in a Loreto school ... and

would find [it] very hard to go back and work irGmvernment school...”
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Development of the individual in his/her uniqueness

The growth of the individual, students and staffai the heart of the Loreto values which
are shared by Mrs D. Staff and students benefih frarious workshops, spiritual retreats
and camps aimed at developing the individual inttstable, well- adjusted person”.
Teachers attended an emotional intelligence woksttach

...really helped the school to be a happier placals people have been
able to express themselves in these workshopxpi@ss how they feel,
when some things are not right, to address...nototaptain and grunt
about [sic] but to try and do something about it...

Both students and teachers followed a course dwyenfeline in order to work on their
relationships with others as well as means of delielopment. Some students have even
been trained to become peer counsellors. Thesemething sessions helped in achieving

personal growth and coping with life changes.

Mrs D also shared that through some celebratiodsaativities, the school promotes the
cultural differences of all the individuals witheiih specific culture, language, gifts and
talents: “they bring their own culture and theirrosprings and enrich the community”.

For instance, students are taught in their artscaiftdre classes the “appreciation of each
other’s culture and differences, enriching ratlient threatening”. The school celebrates
cultural day “where we are going to promote all thédren coming in their cultural dress,

with their own food and dance and music...” For ins&in 2001, the school’'s theme was
“Respect for the diversities of cultures”. The UoreSchool has always been for the
promotion of inter-cultural and inter-racial shayinrhis was particularly seen during the
apartheid era where the Loreto sisters had beemouble as they welcomed Black,

Coloured and Indian children in their schools:

The 1980’s also saw Skinner Street opening its sliborlearners of all
races but at the same time trying not to antagotiee Apartheid
government. There were occasions of conflicts as thunicipal
authorities would not allow any black girl to usee tPretoria City Hall
(Loreto did not yet have its own hall) and wouldt radlow them to
participate in inter-schools sports. As a resulinB&r Street’'s sport
became largely non-competitive (Milne & Kay 2003. 7
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The learning community

As it was seen in the previous section, the Lo8sthool promotes the values and beliefs
of each individual in the school. This sharing @éveloped into a “learning community” as
described by Mrs D where staff, students and theag@ment team share their personal
assumptions and values in order to develop theosa@monmunity. This was experienced
in the year 2000 when the school developed itoristatement which is defined by Mrs
D as “something that you are striving towards”:

...we had a whole workshop on it, and we had to diseuth each other
in small groups what values are important to wheme, what values are
important to me and then, in the group what vakmdd we then decide
on, would be important to that little group and rthihe whole group

together...we decided in the Loreto convent the \athat we aspire to,
that are important to us, are the values of jusdioe of love and we put
that together: Learning and Leading in Justice laoek and particularly

learning ‘coz’ [sic] we are a learning community..dawe hope that we

offer leadership in the field. We don’t want to lagging behind...we

want to be ahead in what we do, and always impgwdnd always

change to improve...

According to Mrs D, the learning community can dieocreated by having staff, students
and parents doing activities together: for instarice family day, inauguration mass and
outings. The staff learns to know each other omigpeccasions such as retreats:

...we close the school and the staff go on retrebtreswe have a day
together... where we have mass and we a have timeefi@ction and
prayer...and then we have a picnic together andspstlize...so that's a
very special day...

However, the Loreto School should not be considased cocoon where the school limits
itself to look at its own interests only but rathgris open to the whole community of

parents and nearby communities in need by organ@itreach programmes.

“The natural inclination”
From the silent voice to “Having a voice”

Reflecting on her leadership approach and any pusvieadership influences, Mrs D
shared her thoughts by going back in time, to hédicood:
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...| grew up with children should be seen and notrthend you are a
good girl if you just keep quiet and be very sulsivis and even though |
behaved that way, inside, | really rebelled agammthaving a voice and
not being able to say what | think and that womenparticular, just
because they are women, are given certain rolssefdeoles. So, when |
took on leadership here it was just, it came ndjyranot to be
authoritarian, not to simply lay down the laws...

In other words, in taking the leadership post, Nrgeacted to the authoritarian and
suppressive model of leadership in which she hauh leought up. One notices that as a
young girl she was not happy with the inferior piosi, the silenced voice that was
imposed on women. This is why in her leadershipr@ggh, Mrs D focuses on having
voices heard. Students can be heard through theegagative Council of Learners (RCL)
and the teachers’ opinions are gauged and repiortedchers’ meetings. In the same way,
the parents’ voice is never ignored: newsletteesissued on a weekly basis and parents
can issue comments and reflections. Even duringPdrent Teachers Association plenary
meeting, Mrs D would encourage the parents to asstipns or to give any comments

which clearly showed that communication is the adrker leadership.

The idea of womanhood and expected roles in soerbtgh clearly has major influences
on female leadership, are further expressed byl\rs

...I've also had 5 children so, I'm very much a matfigure. | see
myself as a mother and | really do try and undedstpeople. If...if
someone is not doing what they should do, | wonjdand find out why,
why is someone unhappy, why they’re not doing whay are asked to
do and...and try and be understanding rather than besharsh and
unforgiving...

Thus, she feels that symbolising a “mother” imagéhe school will help the school to be

happier and collegial; in fact, this metaphor fesisn the underlying idea of the school

being a family and Mrs D as the mother-figure.
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Participation and collaboration for “a happier school”

In accepting the principalship of the Loreto schddis D thought: “I do have the qualities
but | don’t have the experience” However, she atmkefhe responsibility of managing the
whole school by adopting a participatory and callalive style of management as
revealed in her own words:

...when | took on leadership here it was just...it caraturally, not to be
authoritarian, not to simply lay down the laws| people “This is what |
command you to do, please do it!” but that togetherdecide what is
best for the school, that we...we participate in ¢jeaand get a consensus
and because | feel very strongly that if peopleegivin something out of
themselves and in what they are doing and decidiwatsthey made it’s
not just voiced out on them that they are part bé tdecision
making...there’s...it leads to a happier school arfdrik more motivated
staff...| am not a...an authoritarian kind of persomgh® from the start,
my natural inclination was to have a more partiwpg collaborative
type of management. So, I've slowly built up a teapproach over the
years.

Furthermore, she asserts that this leadership apprdleads to a happier school”.
Decisions are taken by the senior management teanpased of the junior primary,
senior primary and high school Heads of departmahttheir assistants. | attended one of
the senior management meetings led by Mrs D wheraosphere of “working together
and deciding together” indeed prevailed. After ttecision making, all the Heads of
department discussed the issues with their sectiottisat “the feeling of the teachers to be

[sic] gauged. So it's forwards and backwards... atat af communication”.

The aspect of happiness and joy is a recurrentéhenMrs D’s leadership style as she
feels that each and every member of the stafeis &ind welcome to contribute in any way
to the school’s culture, decisions and activities:

...I don’'t see myself the authority on any subject..alldhave talents, the
strengths and weaknesses and so do I. And it gneegreat joy to tap in
[sic] on those talents and put them in a positiothe school where they
can use their gifts and their talents.
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Promotion of leadership

Our charisma, our mission is the education of drisl to give them an
opportunity to really develop their full potentiahd our girls when they
leave here, they leave mostly as young ladies ré&ady to university or
tecknikon or into the working world and really feskilled to face the
challenge of work...

This excerpt from the conversation with Mrs D cluteases her feeling concerning the
achievement of the school’'s mission statement efsthool. When looking back at the
historical background of the IBVM congregation, osees that Mary Ward promoted
female leadership (chapter 1 page 6). On the vesyyday of my arrival in the school, |

was struck by a fascinating poster which was hunghe corridors near the Grade 12
classes. As | have previously said, the Loreto 8chses a lot of posters which informally
educate and empower students. My journal entrye@a6é July 2004) is as follows:

The poster on “I am proud of who | am” was attnaetas it showed
cartoons of girls in different situation:

Being a girl means loving family life and makingcdgons that affect
their well-being.

Being a girl means having the right to say “no”e{f#iend situation).

Being a girl means my dreams about coming a caveemnan can come
true. If | complete school, my life can be easier.

Being a girl means being able to make decisionshane, in the
workplace and in my community.

Being a girl means being anything from a pilot forasident.
Being a girl entitles me to the right to be freenfrall forms of violence.

Finally, in bold:
| know that | need not sacrifice my ideals
Just because | am a girl.
| am proud of who | am.

| am proud to be a girl.

The posters showed that the school is aware oinfieeior status of girls and women in
society and that they want to inform the girls abiheir rights as well as empower them.
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These posters showed the duties and responsibitifivomen as well as what is expected
of them from society. However, none of these exgumkcbles prevent them from having
and achieving their personal dreams. | felt thatgbhool tries to be an empowering agent
for girls by giving “girls a good education and paging them to take their place in
society”. In saying these words, Mrs D was prauddd that after several years, when the
old girls would come back to visit at the schoot;s“wonderful seeing them how they

develop...”

422MRST

Mrs T is 42 years old and is married. She has le¢nhe Loreto School since 1994 and
has been the Head of department of the High schwolsix years now. She is a
mathematics teacher and has been teaching mosie@r2 as well as “bridging classes”
between Grade 7 and Grade 8. She reflects on kerrtiegs at the Loreto School: “I was
very, very frightened because of not being Engéiphaking and when | came here it was
like they’ve heard about me and they’ve just acegphat I'm the right person and | came

in here...”

“...We are a family”

The fact that Mrs T came from a mainly Afrikaangaking educational background
helped her more than she would have thought. Sée tasthink that her job was to teach
mathematics only and then leave the class but gilgda special relationship was
developed between her and the students of Grade 12:

| was very Afrikaans speaking...| came in here antlall to teach
everything in English. | said to the Matriculanteem we did work, | said
to them: | know why these things are like thisAfrikaans- you girls
have to teach me now what the terminology is inliEhgThat’s really
how | picked it up. Gradually becoming more invaven the
school...that changed, you know, | got more involwgith the girls. Once
you go to things like Matrics dances, and beindasscteacher, you get
more involved with the girls...

Over time, Mrs T slowly espoused the invisible eswand beliefs of the Loreto School as

well as the school’'s ethos. She also adopted ‘“ttzeesl way of perceiving, doing and

52



expressing things” (chapter 2 page 16) of the dchindact, she found that thanks to the
school culture, a new kind of relationship was beireated between her students and her:

...to me the tradition of the school and...and the whaihics about what
we're doing here, about we’re not just teaching,ane educating, we are
uplifting, we are mothers, sisters, we are evenghi to me, it's making
a very big difference in my life because at anoedrool, | wouldn’t have
had perhaps the opportunity...

This new form of relationship is quite similar toettype of relationship which would
prevail in a family where they are mothers andessstooking after or looking up to each
other. In our conversation, Mrs T often referredhe “family-like” image of the school;

in answering the question what makes the Loreto@8dthfferent from other school, she
answered:

For me, the fact that we are a family...whether ithe staff member or
the learners... the caring and the loving and thehieg out for each
other...and the nuns...you can just go to them andtheln you know
this is what is happening in my life, would you gde pray with me and
for me...The same with the children: I'm not justdieimg Maths... very
often | will say “Sorry, I'm going to tell you thiagain but this is what
happened to me” and they appreciate it...So the b#iege for each
other...

In my journal entry, dated 29 July 2004, this isatvh noted concerning the relationship
between teachers and students as well as the iamgerpf reaching out to others:

ON THE STAFF'S NOTICE BOARD: Each teacher or nurali®cated a
student from matrics so that they can pray for tiienthe preparation of
their exams.

Staff is asked to donate for Nick’s fund; each ehthe month, the staff
gives a contribution for Nick who is a young mémih another school)
doing his matric and who is sponsored by the scfurdiis studies.

Thus, for Mrs T, the basis of the Loreto’s undertyivalues and beliefs are the family
values and relationships as well as the “beingetter each other”. The Loreto School
takes great pride in this family relationship bgarly stating it in their published mission
statement (seen in chapter 2 page 17):

As the educating family of Loreto... it is our aimdetablish a Christian
community based on gospel values and the Lorethtiva, in which the
potential of each person will be developed...
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Community with a difference

Pursuing the discussion on the family-like relasioips in the school and how these
relationships are then transformed into a schooimanity, Mrs T argued that it was not
an easy task. Several factors work against thetwidichieve a community made up of
multiple cultures. For instance, most of the stusldive far from the school and they
cannot fully participate in the school’s activitiescause of lack of transport. Furthermore,
the school management needs to deal with variooblgms of dysfunctional families,
difficulties in reaching and communicating with gharents:

...In Afrikaans, you've got a saying that you musbKaoafter your own

house, get your own affairs in order first befo@i ycan reach out to
me...and with being more involved with the other samfethe school

besides the teaching, | am so aware of so manyrodwn girls who have
problems and it seems like the everyday story aboaken families or a
financial problem or parents being divorced...

Mrs D also brought up this issue which she considiéo be one of the future challenges
that she and the whole school community will haveatkle and find solutions. This is the
reason why Mrs T shared this reflection concernirggachievement of building a school
community:

...in a way to build a community is sort of like,rtee community is not in
the sense that everybody else would understandmiégrcommunity is
looking after the people who are entrusted to meHgh school girls; to
make sure that they have what they need and iéthsr any problems,
that one can help to step in and help where you ¢ary often, it is not
taken the way it tended to be, because you're mggetito someone’s
private affairs. Very often, unfortunately, thisnidat you've got to do, try
and protect that child.

Leadership tension: Task v/s Ethos

In my journal entry (dated 2Rily 2004), | noted: "I haven't learnt much todagept that
| find it quite difficult to approach Mrs T who iglways busy- she seems to be quite
straight forward and bold." This was the assumpti@t | had concerning Mrs T; the self-

depiction of Mrs T is not far from my assumptions.
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As a leader, Mrs T describes herself as somebodyisvirery strict and who likes “things
to be done in a correct way”. She acknowledgesetégoick with my (her) mouth” and
that sometimes, she had to apologise to say teatishnot mean to hurt anyone.

...as a leader | would say, I'm always trying to lmenpassionate and to
understand another person’s situation or whateuerthere are limits. |
cannot stand incompetent, incompetence ... if younatecompetent, get
someone else to do the job so it's very difficdimetimes for me... |
would rather do it myself than give it to someonkseebecause
unfortunately experience has taught to me. Maylrenot the best person
to do the job but if | give it to someone else Védo do it in any case all
over. | hate doing that because that's wasting nmye.t | know
that...that's not right, | shouldn’'t do that, one shibgive other people
opportunities as well but as I'm saying I've beebhdown previously so,
I'll rather do it myself.

It occurred to me that Mrs T was quite a complesspe. On one hand, she is taken up
between this tension of being compassionate anthenother, her relentless fight of

incompetence for the sake of achieving the taskcdinpromise is allowed when it comes
to performing the task because “someone else cdimediob”. However, she concedes that

not trusting others is not the best way to lead.

When asked about the influence of the school’'sstho her leadership, she recognized
that she did not consciously refer to the schowiission statement and ethos every time
that she takes a decision but considers that hareyaer personality, her “being” is quite
similar to the school’s ethos:

...now that you're asking me now, | think maybe, | farst of all looking

at the situation what we should do, the job shdwdddone, what we
should do and whatever but | think because of ntyreaand my...my
heart and everything that | have, whatever decsslaam making... to do
specific things is not very far from the ethos, yowow although | am
perhaps not aware of, you know...I'm not thinking:H‘@his is the ethos,
this is the task, how can | manage the two of thérhthink that it is not

very far...
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Steel v/s heart metaphor

This complexity in leadership and personality igtar seen in her self-portrayal and the
way that her followers perceive her. Mrs T usedsxinating metaphor:

...I've got a very small heart, | am in tears veryiclly if something

touches me but on the outside | look like steel.am very emotional,
when something is not right with a specific childdal know the

background and the circumstances, that would tauehtremendously
and I'll go 10 miles to go and help them and otlpeople don't

necessarily know that...| heard another teacher gathe other day, it
took her time to get to know me but now that shews me, she knows
that the outside is steel but the inside is a heart

After three weeks spent in the school, | can say tiis metaphor suits Mrs T. The high
school students as well as the head girl (chappergés 60-61) have great respect for Mrs
T, particularly when it comes to discipline mattdd®wever, she also congratulates “her”
girls and has a motherly approach towards them.r&tmgnises the fact that people may
perceive her as made of steel; for instance, skimgly adds that her mother-in-law
sometimes call her ‘Sergeant Major’ which shows tia only at school does she project
this rigid picture but also in her personal lifeowever,

...my door is open, so very often, children that h'd@ven teach, come
to me and say they've got a problem and all thi$ lawould try to help

them and often they come back and they'll say whatean to them,

where | see it as: “Oh! | didn't realise that itsvsuch a big thing to you”
But to me, I've touched someone’s life where | didectually realise

that...I've got that board there full of ‘Thank yoobdtes and things which
to me...that makes me worth being here...

A “fighting” mother

Earlier, | presented Mrs T as describing the farlikg relationship in the school. As a
female leader, it strikes me how Mrs T often usesds or expressions which one could

associate with a fighting mother, just like a mothen would fight for her cubs:

...my children...and you will hear me referring to myildren, my girls
in high school...you mustn’t touch. They are as deane as the girls in
Waterskool or whatever...my grade 12 group of thigry&ve had them
since they are in grade 8, you don't touch theray thre mine and | will
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fight for them, and | want the best for them... | bBdat the girls see
whatever I'm trying to do as to try to help them...

Compared to Mrs D, Mrs T is a different kind of imet who is ready to fight in order to
get the best for her school. Consequently, thissoase effects on her collaboration and

relationships with other Head of departments ofsitteool:

| get along extremely well with all of them. We afwwe in the
management team; we don’t always see eye-to-eyaubecwe are
actually three schools in one and every one wéeis pound of flesh. So,
if some things are going to happen, | want to keé my high school and
my staff get the best...and am sure they want theeshut then we
always sort of compromise...

She added that if she had to manage a particulablgm, she believed that
communication is the only way to manage and sobrdlicts. She also takes pride in her
sense of humour: “...you need humour, you can’t jysst.be working, you need things
to laugh about...” and her members of the staff H@aen used to it.

Model of leadership

Mrs T owes her fighting spirit to her mother who Soame ways has been a model of
female leadership for her:

...there are two people: my mother and Mrs D. My raottor sticking
through everything with all the problems that skeeer gave up. She did
what she wanted to do although there were very tiarek, like she just
went on...that you don’t give up, no matter how hamtumstances
are...and definitely Mrs D because she is such a,domukst person with
character and everything...her whole way of livingr Hamily, her
children, her husband everything is very importartter...

She added that she would often share her life statty the high school students so that
they knew that “we all at some stage of our lifgendifficult times. How you get through
that, makes you a stronger person; that makesigewabove the others”.

As mentioned, her other model of leadership is Biror whom she expressed her deep

respect and admiration. | noticed this aspect wheas at the school: she would never
call the principal by her first name. She said #@atording to her background, even if Mrs
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D and she shared a very informal relationship,as wery difficult for her to call someone

who was older than she was by his/ her first namkitawas her way of respecting Mrs D.

4.2.3 MISS J

This young lady of 17 years old came from a privatenary school and started her
secondary school years at the Loreto in 2000. Sf®eappointed head of prefects and head
girl of the school in 2003. She comes from a loraglition of brother and sisters who
attended the Loreto School:

| don’t think there was really a choice for me e this school ‘coz’
[sic] both my older sisters and my brother cameéhis school - sort of
tradition for me to come and my little sister is@ln the school... | think
because it's such a good school academically amttalition with lots of
rules...

Miss J shared her experiences as a young leadereihoreto School: learning about
leadership in the everyday life of the school amel difficulties and challenges. She also
reflected on the school’s culture and what shenteas a student, about the Loreto values

and beliefs.

Learning leadership: Theory v/s practice

Miss J was chosen as the school's head girl afteimg procedure; according to the

school’s tradition, the Grade 11's are assignedn® prefect in order to see what are the
duties and responsibilities. The grades 9 upwasdsal as the teachers vote for the girls
who would be prefects for the following year.

...then they put the votes together then see whotshgo highest, then
from the highest they choose the prefects. Them ftiee prefects, the
school votes again and the teachers vote agaithéohead girl and vice
head girl.

Furthermore, prior to choosing the prefects, all @Grade 11’s would go on leadership
camps in order to learn about the approaches tdetship, the different types of
leadership. The chosen prefects then go to whatlied “Spirits of Adventure”. She
shared that “It's more of team work. They, theyllyetry to get you to work in a team

because you feel that if you really work in tealmenteach one is a leader so therefore, it's
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bigger, better for the school”. As | mentioned eaylthe school’'s culture promotes
leadership by different means: students have sesm@onsibilities and tasks to perform or
sometimes they learn about entrepreneurship amtiglaip as | recorded in my journal
(30 July 2004):

During break time, some students hire tables (Rigaable and R2.50
half a table) in order to sell some sweets, ca&eg,food and drinks on
Fridays. They buy or prepare the food and sell tla¢ra profit. In that

way, they learn about marketing, selling and sigrbne’s own business.
While doing so, a teacher assesses them - quagdeto leadership and
organisational culture - this is what the schoaoemages.

However, Miss J acknowledged that all this trainamgl sharing about leadership was not
enough:

...After the camps and everything, we thought we vpeepared for what
was to come... really we weren't! Seriously we realigren’t. It's good

to have the theoretical part, people telling yosi tihis and that but when
you are actually in that situation, you don’t rgahlink of the way they’ve
told you... it's very difficult from just learning alit it to actually sitting

there and doing it.

She added that what is more needed are ways ofvirggaonflicts or what qualities
should be used to get through to people and tleat thre different kinds of leaders:

...You can look at these different types of leademd aach one has
different qualities but it's the way that you udeede qualities in that
situation that makes you a good or bad leader..ftkene, | feel that I'm
a leader that works, sort of with team. If | cavda team and | can lead
them to do something then, I'll be successful bot get other type of
leaders that could also just do it on their ownydfi give them a task,
they’ll do it on their own, they wouldn't really ad the help of other
people or requir¢he help of other people, so in that sense thesis sh
good leader.

According to her, the main qualities of a leadex patience, fairness and knowing the
rules. The last aspect was often mentioned by WMessd | present the importance of rules

in a separate section.
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Leadership role: the Drama Queen

Miss J reflected on her leadership and describesklieas leader in those terms:

...I'm a very patient person, that’s helped me aalod I'm also very fair
and empathetic...l always try to put myself in thargon’s position,
especially when they have a problem and think hauld/you feel if you
were there, in that particular situation. So, may km a bit too
empathetic at times, because I'll be a bit lenkarttl try my best to stick
by the rules...

In her discussions of her leadership, she frequearters to the different roles played by
the individual and one of them is being a leaddre $egrets that some students and
sometimes friends do not understand that she halaydhe role assigned to her:

...being a prefect is a role and everyone has ardiiterole. | mean you
play a different role at home, at school, with y&ignds. So, they should
also understand that it's part of a certain rok gou have to play...they
should try and understand that this is who you &neen though they
might not see it everyday, or at home or at a p#itywho you are...

It occurred to me that before meeting Miss J, | teatl the school’s 2003 Year book and
saw that she had one of the main roles in the $shglay. The words and metaphors used
by Miss J show that she is passionate about drantidheat she takes her leadership as a
role that she should play according to the schaalss and regulations:

...people don’t understand that you have to chapgs, of you and it is

may be not just change, it's maybe the qualities #re just brought out
stronger in you. It's not a complete change, itistjthat they are seeing
another side of you that they have never seen defaometimes | just

have to scream: if you don’t scream they just dbstén... | just raise my

voice which sometimes people just look at me bexdefore, | was a
very quiet person. I'm a drama queen yeah [sic]lbubuldn’t scream at

the top of my voice just to get them to listen te.m

Source of inspiration

In discussing her leadership, Missn@ntioned several times the name of Mrs T, the High
school’s head of department who clearly influenkcedleadership:

| think Mrs T...she can show you a true experiencet ¢feadership),
especially for the new leaders, because from My can see there are
always problems, there are always going to be dungetthat’'s going
wrong. You have to work under pressure and wheretisea crisis... you
have to make sure that those decisions are thear@s... she shows that
there’s lots of people that's not gonna [sic] likeu because of the things
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that you have to do but because like you can't stbpt you are doing
just because of those people, you still have toyoam... she has been a
role model...

However, Miss J added that she drew from hersebe@ leader. Being ambitious, she
tries to reach to her highest qualities which gnex “the energy to go to the top...”
Leadership made her become a stronger person whdaadle more pressure, more

responsibilities and made her “solid”.

Rules and values and leadership

Miss J considers that the Loreto values, belief$ @madition are mainly about fairness,
love, caring - in brief, “just to follow Jesus’ way one of the things that is taught in the
school is to be caring towards anyone, to love aaywho comes your way because in
every person there’s a bit of God”. Moreover, simpleasized on the ‘family relationship’

prevailing in the school:

our teachers, they lead us every single day, teaght us mainly not just
our theory work but they teach us about themseares how they deal
with the every day situations and | think that'sawh like about this

school. There is a very close relationship betwdenstudents and the
teachers

She is also proud of the discipline, the rules maglilations of the school which makes it
very different from other schools. Concerning thituence of the Loreto tradition on her
leadership, she feels very comfortable:

If it wasn't for their (the school’s) tradition aven their rules, | don’t
think that there can even be leaders because pattieovalues and
traditions of the school is lots of qualities thia¢ leadership has...if both
weren't there, then | don’t think that there woblkel a leader.l.am a very

realistic person and logical person, | like rullelke the set of rules, so |
think because Loreto has that, it's sort of “rubb&ton me...”

In our conversation, Miss J frequently referredhe school’s rules and added that her
main duty was making sure that the rules are résgeand kept. One can see that the
expression “rubbed off on me” clearly shows that ®thool's organisational culture

influences the way that she leads.
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4.3 CONCLUSION

In this section, | presented my data using thediteies approach as | wanted the data to
express each female leader's unique experience pagndeptions of leadership and
organisational culture in their school. | also cameld some information obtained from
pamphlets, school magazines and handbooks as svelhtaes from my research journal
which | kept during the three weeks spent at theetaoConvent School of Pretoria.

From the above presentation of data, the followhemes have emerged and these form

the basis of my discussion of my main researchrigglin the following chapter:

» Organisational culture and leadership
* Female leadership
* The promotion of leadership

e Community building
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CHAPTER 5

INTERPRETING AND DISCUSSING MEANINGS

5.1 INTRODUCTION

In chapter four | presented and ‘composed’ meanirgs my collected data in order to
better capture each of the participants’ uniqueeggpce of organisational culture and
leadership in their school. My presentation of dalso aimed at enabling the various
forms of data to ‘speak’ for themselves and ‘spdedely to the reader. However, during
this process, | recognise the fact that | had aiveacand ‘omnipotent’ role when
composing the data as | had to analyse and casegitie data. Analysis is the “separating
of material into its constituent elements... studyihg nature of something or of its
essential features and their relations” (Ey al. 1997: 162). After the analysis, |
categorised these elements into subheadings oris/lkabwn as ‘meanings units’ which
can be a word, phrase, paragraph which “signal mgatio the researcher” (Elgt al.
1997: 162).

In this chapter, | interpret and discuss my anaydata in order to provide an in-depth
understanding of the participants’ unique expereo organisational culture, leadership
and more precisely female leadership. Thus, inraalelarify the discussion, | firstly give

a brief recapitulation of my research questions tnadline of argument of chapter two
which are the premise of my research. Secondlysduds the meanings or themes which
emerged after ‘reducing’ and ‘crystallising’ thetalaln this process | have categorised the
meanings into the following themes: organisatiocalture and leadership; female

leadership; the promotion of leadership and comtgumniilding.
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5.1.1 REVIEW

In order to explore the influence of organisationidture in the Loreto Convent School of
Pretoria as well as the female leaders’ unique rexpees of their leadership, | posed the

following research questions:

« What is the role and/or influence of a school's amigational culture on
leadership?

 What are the female leaders’ perceptions of treadérship and its relationship
with the organisational culture?

* How is leadership promoted in the Loreto Convertdat of Pretoria?

The current literature on school leadership empgleasthe importance of school culture
which contributes to achieving a learning commuii@gnge cited by Gultigt al. 1999;
Bush and Bell 2002). Theorists such as Schein (129p and Sergiovanni (2001:100),
Deal and Peterson (1999: 10) claim that an orgaorsa unique culture indeed influences
leadership, particularly in a school context. Ferdgtovanni (2001:77), this relationship
helps to bind a school into a community as weleaabling the leader to strengthen the
school’s values and beliefs by being the symbdhefschool’s culture. Schein (1992: 5),
on the other hand, posits the leader shapes, maragk changes the organisation’s
culture in order to contribute to the organisatsosuccess. My aim was to look at the
organisational culture and leadership tension astioreed in chapter 2.

Alongside the exploration of the school culturedeahip relationship, | explore the field
of female leadership with a view to understandiramen’s perceptions of leadership in a
strong organisational culture. However, my main asmot to identify what type of
leadership style or approach is needed in a sabete organisational culture has such
importance; instead | follow Greenfield by focuggion the leader and not on leadership
(Greenfield as cited by Cahill 1994: 257). In thexinsection, | highlight the various
themes which emerged through my data analysis;etlthemes shed light on the
organisational culture-leadership relationshipther insights on female leadership and

the role of the school culture in promoting leatigrs
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5.2 ORGANISATIONAL CULTURE AND LEADERSHIP

The theme of organisational culture comprises s¢ussues which emerged during my
data analysis. As | have shown in chapter four Litveto Convent School of Pretoria has
a strong organisational culture in which staff,detots, management and parents feel
comfortable. The school is based on the Loretogogpel values which shape their way
of doing things (chapter 2 page 16). These undeglyialues are seen in the school
through emblems, symbols, rituals and celebratiwhg&h provide the school with its
uniqueness: my three participants acknowledgetttgaschool is unlike any other school
(chapter 4 pages 46 & 53).

Thus, in this section, | highlight the importandetloe school’s culture in the everyday
running of the school but | also show that the éraparticipates in maintaining the
culture. Furthermore, | posit that a ‘differenthkli of school needs a different approach to
leadership or rather a different kind of leadeonder to be in line with the school’s unique

organisational culture.

5.2.1 NURTURING THE TREE: CONTINUING THE LORETO
VALUES AND TRADITION

The “education family” (as they call themselvestieir mission statement) of the Loreto
Convent School was founded 126 years ago, basdbeohoreto tradition and gospel values.
The parents who send their children to the schbel teaching and non-teaching staff and the
students know that ‘their’ school aims at givingerin the best in terms of Christian values
(values which are shared by all the religions) & as high academic standards. Values and
tradition which have been set up by the Loretoesssin 1873 are still carried on by the laity
ever since 1989. The lay principals made surettiet.oreto Convent school of Pretoria would
not lose any of those traditions, values and kehgfich were developed by the Loreto sisters

during South African hard times.

Like a 126 years old mature tree, the school's misgdional culture shares the same prestige
and respect for the Loreto values and tradition.fivglings show that the management, through
Mrs D and Mrs T, the staff and the students (Missré all aware that the Loreto School
provides a different type of education (chapteragigs 53 & 61). As a result, through their
leadership, whether they are consciously or undously aware of it, the three participants aim
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at nurturing the tree or the organisational culthed was planted by the Loreto sisters 126 years

ago.

Various means have been used to sustain the oagianial culture. The management team and
the staff jointly developed a mission/vision stagamin 2000; Mrs D introduced the idea of
having a theme for the school year in order to maa&nvalues which they particularly
appreciated in the Loreto tradition (chapter 4 p&g rituals such as prayers twice daily or the
weekly special assemblies and the celebration aif tieroines are some of the many ways of
maintaining the school culture. Hardy (in Tomlinggiral. 1999: 41) considered, in her research
on the uniqueness of Catholic school, that her mesponsibility was to ensure that the school
fulfills its mission. Furthermore, she shared theing the principal of a Catholic school meant
to understand the unique contribution that thehiacstaff and especially the headteacher make

to the school in the area of faith development ¢fan Tomlinsoret al. 1999: 42-43).

In the same way, the school leaders in the Lorainv€nt School of Pretoria encourage the
culture-embedding mechanisms as suggested by S¢@92: 231) which is about constantly

shaping and sustaining the school culture. Theelsado so by making sure that the established
traditions, norm and beliefs are respected andusgubby the others (chap 4 pages 45, 52 &
61). In that way, they contribute to the schoolgwess. Deal and Peterson (1999: 115-116)

provided to school leaders an outline of the pattstawards a successful school culture:

* Develop a student-centered mission and purpose nimditvates the heads and
hearts of staff, students and community

» Strengthen elements of the existing culture thatpasitive and supportive of core
values

» Build on the established traditions and valuesjragidew, constructive ones to the
existing combination

* Recruit, hire, and socialize staff who share thieies of the culture and who will
add new insights or skills to the culture

» Use the history (or build the history if the schaohew) of the culture to fortify
the core values and beliefs

e Sustain core norms, values, and beliefs in evargtthie school does.
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These guidelines are vividly seen in the everydaydf the Loreto School. For instance, when
Mrs T first came to the school, the caring and isigavalues which she witnessed in the staff,
management and students prompted her to realizevlta more than educating but rather, they
are uplifting the students (chapter 4 page 53)wéi@r, | believe that if changes are to be made
as it would be the case in any effective learnimganisation, the leaders would do those
changes according to the school’s tradition ancetlgiohg beliefs, that is, making sure that they

are in line with the prevailing values.

In effect, the leaders play the role of “nurturdrvalues” or “entrepreneur of values” as

recommended by Greenfield:

He (Greenfield) sees leaders as providing the ‘glukich unites a

number of disparate individuals as a group...the deadanscends all

other factors involved in organizations by metarhoging group will,

thoughts and intentions into his/her own, thus beng the entrepreneur

for the values to be observed by individuals in ¢inganization (Cabhill

1994: 258).
In the same vein, the Second Vatican Couneifigiornamentdn Catholic education, through
the Sacred Congregation for Catholic Education dirgié catholic schools to be places where
the task is “to promote a sense of values, to dttenthe formation of ethical and social
awareness” and thereby to “foster strong and resplenindividuals capable of making free and

correct choices” (Cabhill 1994: 252).

Therefore, in this context, one can say that tine kif leadership that is lived out by the school
leaders is one of a leader who is the nurturer alies and who participates fully in the

reinforcement of the school’s shared basic assomgti
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5.2.2 PERSONAL FAITH LEADING THE WAY

Gallagher, a Catholic writer, believed that “ourti@dic schools are, or should be,
distinctive because their entire educational podiag approach are inspired by and flow
from the vision of life which is enshrined in owith tradition” (Gallagher as cited by
Hardy in Tomlinsoret al. 1999: 41).

| also consider that personal faith plays a sigaiit role in the organisational culture-
leadership connection. Since the gospel valuesaarthe heart of the organisational
culture, | found that the school’s leaders neelawee a spiritual faith which would enable
them to better understand the school’s culture el as lead the school. In fact, Mrs D
acknowledged this significant factor in her leatlgggchapter 4 pages 46). Similarly, the
head girl talks about the school culture which emages you “to follow Jesus’ way”
(chapter 4 page 61) which is the way of love, @ar@ compassion and she tries to practice

it in her leadership.

The idea of “following Jesus’ way”, of being as “@&t-like” as possible (chapter 4 page
44) resonates with Sergiovanni’'s discussions ok@leaf's concept of Servant leadership
(Sergiovanni in Fullan 2000: 269-286). He explaingat the concept of Servant

Leadership is closely related to Greenfield's (J06vbral leadership which is based on
Burns’ transformational leadership. Sergiovanniingéd that the school learning

community, as a whole, aspires to reach for anlidea sense of purpose in order to
“convert followers into leaders and leaders intorahcagents” (Burns as quoted by
Greenfield 2004: 176). However, in Servant leadgrshis not about becoming a leader

to gain “power over people but power to serve” ¢8®ranni in Fullan 2000: 280):

Servant leadership is more easily provided if #eder understands that
serving others is important but that the most irtgedrthing is to serve
the values and ideas that help shape the schoolcoagnantal
community...

| believe that the idea of ‘servant leadershipappropriate to the context of the Loreto

Convent School where the leaders aim at servingralrpurpose and working in line with
the school’s values.
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However, if it is true to say that values such @age| peace, justice, compassion and
respect are promoted by the gospel and the Christdh, they are also universally
recognised human values which are accepted andegedvby various other religions.
This aspect of universality of values was describgdCovey (1989: 33-34) as principles

which he defined as follows:

Principles are like lighthouses. They are natuealsl that cannot be
broken. These principles are a part of almost evegjor enduring
religion, as well as enduring social philosophied athical systems.

Thus, even if one is not a Christian, these valresat the heart of the school and are
respected, espoused and practised in the everyid#tye cschool. For instance, | have
witnessed and experienced the daily prayers doagyeworning in the staff room before
any announcement or before any teaching or deemmking. The students are also used
to starting their day with the prayers. Then agpnmayers and assemblies are not simply
one of the various rituals of the school, theyrame than that: they are transformed into
sharing and thanking. It becomes almost like a ligmspecial time which nourishes the
soul and a time when all are gathered to thankLtird. As Mrs D declared the whole
school needs God'’s strength in order to work wité ¢hildren and deal with the daily
issues of school life:

| think we really do need God'’s strength to guidethrough the day, to
work with each other; to work with the children amdrk with the parents
and all the problems that we get daily...

Thus, the school ethos which is based not onlyaspel values but also on human values
is an organisational culture which is “ a negotigbeoduct of the shared sentiments of the
school participants” (Sergiovanni 2001: 108). Samy, the Congregation for Catholic
Education believes that “each member of the sclvoohmunity, albeit with differing
degrees of awareness, adopts a common vision, anoonoutlook on life, based on
adherence to a scale of value in which he belieg@shgregation for Catholic Education
as cited by Cahill 1994: 257). This important aspeEc‘community” in catholic schools
will be discussed later in a separate section. Eletiee school’s culture is open to other
communities, religions and cultures as claimed bg B “...they bring their own culture

and their own springs and enrich the community”.
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In this perspective, the implications for leadegpsivould be to say that faith “pioneers”

(chapter 4 page 46) and drives the leaders’ actdessions and approach in the Loreto
School. In other words, the leaders’ ‘being’, paaovalues and faith is close to the
schools basic assumptions as expressed by Mrsapt@h4 page 56). The leader, who
him/herself is an individual is at the heart of #leadership. Van der Mescht's main
finding in his phenomenological study of leaders tile Eastern Cape showed:
“...leadership becomes an extension of who one igsotiaily work is a manifestation of

one’s self” (van der Mescht 1996: 162).

Furthermore, it is equally important for the leattepersonify or embody the school culture as it
prevents the school from being ‘fake’ or hiding ital image beneath various symbols and
rituals. Watkins (in Smyth 1989: 29) asserts:

In the study of leadership in organizations a @aitiexamination can
attempt to discern whether myths, rituals and ymel®lic order are being
manipulated to attain legitimate a particular podit position.

The leader should truly express the school’s caliar his/her personal life, in the language,
attitude and behaviour as he/she is a symbol dafdhidure to the staff, students and even the
school’s exterior environment (parents, communitg &ociety). In a catholic school, it is a

significant point as Roche (in Begley 1999:268)|dess:

When a school community perceives a significantreéegf dissonance
between what the school leaders say and what toeythé apparent
hypocrisy often results in a credibility or autheity crisis for the

principal concerned...Such a situation has enormaysications for the
development and maintenance of Catholic schotlieas.

Similarly, Sergiovanni & Corbally (1986: 106) empgimed this aspect of the leader — he/she

should be not be preoccupied with “acting” but eattbeing” the leader who makes meanings

and expresses the organisational values.
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Hence, we see that the leader inspires him/hefsmti his/her ‘being’ in order to share and
adapt with the prevailing culture which will in serways influence the leadership. It reinforces
the idea which | mentioned earlier (chapter 2 p&agg that “...organizations are not simple
systems like machines or adaptive organisms; tlieyhaman systems manifesting complex
patterns of cultural activity” (Morgan, Frost & Riynas cited by Watkins in Smyth 1989:29).

5.2.3 TASK VIS ETHOS?

| have shown in the previous section that faitl isignificant factor in the leadership of
the Loreto Convent School of Pretoria. Howevering) on faith or the school values only
can prove to be quite difficult when one needs &wef new South African and
international educational policies such as devekmpmappraisal, school evaluation
policies, quality assurance management and inaleaseountability. These educational
demands show that there is a need for qualityitrgjrteaching and learning; a renewed
interest in performing the task effectively and lgatively in order to be up to date with
the international standards in education. For ms#aMrs T clearly stated that she would
rather do the job herself than having to deal witompetence (chapter 4 page 55). This
difficulty to delegate comes from the fact that $lael been “let down” in the past. Tyala
(2004: 66-67) gave other reasons why some prirgipalve difficulties in delegating:
since they are accountable to the authorities, ed@ma problem comes up, “you have to
account as an individual. It's not the whole SMTowdiccounts...” Furthermore, some
principals feel embarrassed or even “guilty” whesrethe delegated task has not been
accomplished and they have to provide an explamatience, achieving the task remains

one of the top priorities of most school leadevereif they do it through different ways.
Several studies done in a South African contextwslabthat one of the factors which

contribute to school improvement is for the schodhave an effective culture of learning,

delegating and accountability:
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Quality improvement is culturally located in thanhproving quality
becomes an overriding mission for the school. #rnsessential part of the
development strategy for the school and is somgtthat is everyone’s
responsibility (Murgatroyd as quoted by De BruynMan Schaik 2002:
297).

In such a competitive context, sometimes leadexd@n between achieving the task and
staying faithful to the school’'s organisationalued such as compassion and empathy.
Mrs T gave a good example of such dilemmas (chapteage 55). Mrs D also shared

tensions that she often has to face:

| really do try and understand people...I really &yd be just in my
dealings with the staff. There have been timesy hard times when I've
had to dismiss staff but I've done it in the masstjway...or with the
children who have been given a chance over and ay&in and just not
improving and we have to call in the parents...

| believe that principals who are in a strong, oigational culture probably face such
kinds of leadership tensions on a daily basis. @atwand, the need to support and live out
the organisational values which promote love, fagess and compassion and on the

other, the need to achieve the task and take sigasures such as dismissal.

However, | think that this tension can be resoltle@dugh the organisational culture but
also with the leader’s intention to make full ugdle organisational culture. The aim of
having collectively created shared assumptionsjeslbeliefs and norms is precisely to
help the organisation (and the leader) during tleegss of decision making or in the daily
running of the school. For instance, in the Lorsthool, the mission statement clearly
states “...by setting high educational and moral ddatss, we aim to produce well
educated, mature, self-disciplined citizens whd sékrve their own community and their
country” (Loreto Convent Schools Code of Condudterefore, parents, students and
staff are aware that in order to attain the “higluaational standards” much effort is
required, and that sometimes strict measures witbken if one goes against the school’s

mission.
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Therefore, if there are any tensions and conflitlie, leader or the management team
should ‘draw’ from the culture and if need be, et@msform the rules in order to resolve
the tension is also part of the culture. The sceosthos being the foundation on which
the school’s culture has been built, provides asai “stability and order” (Sergiovanni
& Corbally 1986: 9). However, | believe that anyakition of tension depends on the
leader’s “will, intention and value” (Greenfield Ribbins 1993:104) working in line with

the organisational culture .

5.2.4 SUMMARY

From my discussions of the leadership-organisatiandture relationship, 1 now

summarise the implications of the findings. Firstly has been argued by various
researchers that a strong and positive organisdtauiture contributes greatly to effective
learning and teaching within the school (Deal arede®on 1999: 7). In the Loreto
Convent School of Pretoria, the leaders foster mmdure the existing culture as they
strongly believe that it contributes to achievirdh@ol improvement and effectiveness.
Secondly, the school culture also provides a ci@dlegnd collaborative environment
which is transformed into the school community amfly spirit and thus, such an

atmosphere brings more commitment and motivaticza(@and Peterson 1999: 8).

| also pointed out that having spiritual faith adimites to strengthening the school’'s
culture which is based on Christian faith and Lor®isters’ approach to education. In this
perspective, the leaders’ faith “serves as a compatting to steer people in a common

direction...” (Sergiovanni 200: 108).

Lastly, the leaders sometimes felt that they hdticdities in balancing the school’'s
values of forgiveness, love and compassion on ahe &d achieving the task which
requires them to be strict and firm in order to [kembreast with the competitive

educational demands on the national and interratiemel.

In the next section, | discuss the aspect of ferneadership under which several points of

discussions emerged.
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5.3 FEMALE LEADERSHIP - “THE NATURAL INCLINATION”

The second focus of my study was to explore thd fi& female leadership. Greyvenstein
(2000: 33) has pointed out that research on geimdeducational management in South
Africa is still at its early stages. | hope thatoiiigh my study of the three female leaders, |

help in contributing further insights on gendeuss in educational leadership.

| discuss my findings in four sections: the role sufcialisation which contributes to
gaining a leadership identity; the ‘mother’ metapas explained by Enomoto (2000: 384)
and as expressed by my female leaders; aspectssehBr’'s (1990) interactive leadership

and finally leadership as drama.

5.3.1 SOCIALISATION AND LEADERSHIP IDENTITY

As shown in chapter four, my participants, mostcig@y the principal and the High
school Head of Department, shared thoughts on tteidhood and upbringing when
reflecting on their leadership. Mrs D recollectbédttshe was brought up in a Victorian
way where “children should be seen and not heardnd’that girls should be submissive
(chapter 4 pages 49). In the same way, Mrs T |eltoeespect those older than her by
calling them by their surname even if they haveegy\close relationship (chapter 4 page
57-58).

Curry (2000) explored the aspects of identity camdion as well as socialisation
contributing to female leaders approach to leadiers8he explored the “subjective
experiences of constructing themselves as leaderby asking questions about
“relationship with and identification with parenesxposure to parenting styles; adult role
models and mentoring; family, school, and peer momegarding gender and social
roles..” (Curry 2000: 29).

The above examples of the female leaders show ltkatany individual, the leader is a
‘product’ of the construction of his/her identityhigh has been and is still created by the
upbringing, family background as well as relatiapshwith others or what we call
socialisation. The way that he/she leads might hswmehow been influenced by
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socialisation; sometimes, leaders might purposefalid in a way that is contrary to or as
a reaction to the upbringing. The last point prot@se true in Mrs D’s case: it was
“natural” for her to be collaborative and encourageers to “voice out” their opinion as

she was not happy with her authoritarian upbrindet@pter 2 pages 49).

Hence, when undertaking the responsibility as theasl’s principal, Mrs D drew from her
past to reflect on the type of leadership that khd witnessed and experienced. She
decided that she would not perpetuate her fattartboritarian or “Victorian” leadership
as she remembered that she was unhappy with sndhokiauthority during that period.
As a reaction to this approach, she decided tHitbmyation, communication and sharing

of power would be the core of her leadership.

Women'’s ‘natural’ approach to participative styseimdicated by Rosener’s (1990: 124)
study:

Many of the women | interviewed said the behaviad deliefs that
underlie their leadership come naturally to thenattfibute this to two
things: their socialization and the career patley thave chosen.

| believe that another aspect of socialisation whitfluences female leadership is the
stereotypes attached to leader behaviour and inkéiggary and mythology, socialisation
as well as today’s media and competitiveness haee providing us with caricatures and
stereotypes of how the ideal leader should behawveyen look like, particularly in the
business or political world. The leader is usuabgn as powerful, flawless, emotionless, a
made of steel type of man. These ‘qualities’ wdnddassociated with men and not quite
the image that society would relate to women. Tdeaiof a woman being a leader is an
everlasting challenge for South African female g@pals. According to Phendla (2004:
58), male and female staff as well as studentshstile difficulties in getting used to a

woman leading a school.

Mrs T used the “steel” metaphor which is often asged with effectiveness and success
in leadership. In the business language one wedét to “a man of steel” when talking of
a strong and imposing businessman. Mrs T admittatidthers tend to see her as “steel”

whereas she believes that she is the “small hég€ (chapter 4 page 56). As a leader,
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she is caught between the need to be “steel”: ifeecstrict and ‘in-control’ leader which
Shakeshaft (1989: 199) would describe as ‘mascutin@racteristics and the “heart”: the
compassionate, emotional and easily approachalbléetewhich would be related to

‘feminine’ qualities.

This tension or dichotomy between ‘heart’ and ‘Btee probably one which has been
created by socialisation in the sense that womex e reflect a ‘command and control’
image in order to show that they are effectiveeaglérs (Coleman 2002: 134). Similarly,
male leaders avoid having a cooperative and emp@atiygproach as these are ‘feminine’
characteristics or what Rosener calls ‘interactleadership style. However, she cautions:
“Linking interactive leadership directly to femalesa mistake” (Rosener 1990: 125). In
fact, Mrs T realises that in her personal life, shleo reflects the ‘commanding’
characteristic as even her mother-in-law jokingllischer “Sergeant Major”. As | show in
the next section, it might be that it is part ofViF's personality, her ‘fighting mother’

spirit which she uses both in her personal life anschool.

Therefore, from the above argument, it would beartgnt that researchers in the field of
educational management further explore the relshignbetween socialisation and the
advancement of women in educational administratféreyvenstein (2000: 33) stated:
“Socialised stereotyping of traditional roles ahd associated attitudes of both males and
females are the major factors underlying the umdpresentation of women in educational
management” and thus, the solution would be “...arreto fundamental philosophies
pertaining to both the universality of mankind withthe society, and the individuality of

both men and women, each with their unique and temmgntary contribution to life”.

5.3.2 THE ‘MOTHER’ METAPHOR

Enomoto (2000) explored the concept of educatiom@inagement as a gendered
construction. She analysed the metaphor of theddeas mother’ which is usually
attached to female leaders in order to reinforce ddso deconstruct the metaphor by
highlighting how the metaphor is double-edged. &tgeied:
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The mother metaphor specified a female leader...wthte leader as
mother highlighted a woman’s work in child careyrtaoting, and caring
for others, the depiction of mother in a home emvinent implied that
she was out of place if she was out of her home.mataphor reinforced
the inappropriate nature of mothering in managenard leadership
(Enomoto 2000: 392).

Mwingi’s study (2000: 121) also showed that worpencipals drew on their experiences

of motherhood: nurturing and caring were “the drgviorce behind their leadership”.

In effect, the ‘mother image’ emerged as a stragjure in the leadership approach of
Mrs D and Mrs T; interestingly enough, the ‘mothienage is seen with a difference. Mrs
D describes herself as the “mother-figure” in thkaol because of her understanding and
caring attitude. One would not contest this facewBeeing her approach to both staff and
students (chapter 4 pages 48 & 49). Mrs T hersafadled that Mrs D was one of her role
models because “...she is such a good, honest pesigoicharacter and everything...her
whole way of living, her family, her children, hieasband everything is very important to
her...” (chapter 4 page 57). As for Mrs T, in a difflet way, she is indeed a mother to her
school but she is the “fighting mother”. From wkae has shared about her own mother,
Mrs T seemed to have been inspired by her motheaidership and motherhood qualities:
she learned that one should always fight and be tabstick to what one believes despite
the problems. This is why in her leadership of ithgh School, she is ready to fight for

her “pound of flesh” in order for “her” staff andrlg to get “the best”.

In an African context, mothers have a significamportance: some tribes still follow
matriarchal traditions; the expression ‘motherigasignifies the respect that Africans
have for this precious natural resource which mtesifood. The implications of the role
of mothers or the ‘mother image’ in female leadgrsfre that they are linked to role
modelling (Van der Mescht 2004: 8) and very ofiespire the female leaders in the way
they manage and lead the school. In their Soutic#drstudy of the possible barriers to
the advancement of women administrators in the athr@al sector, Mathipa and Tsoka

(2001: 330) declared that women in leadership jposit

...could play a constructive part in the improvemeheducation largely
because of their role as mothers. Women have betmenguarantors of a
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deeper humanity, carrying a sense of community,belonging, of
selflessness and care.

Moreover, because of socialisation and motherhooany female educational leaders
believe that adopting a nurturing, caring and fgraphproach in schools brings security,

comfort and happiness to the school.

Hence, | can say that Enomoto’s deconstructiorhef mother metaphor’ does not really
fit an African context where mothers have alwaysrbimvolved in economic life either as
the unique breadwinners in the family or as headanifilies particularly when the
husbands need to work in towns or in mines. Beog 6f home” for the African woman
means sustaining her family. In my case study ptinecipal and the Head of Department
of High School fully assume the triple roles tHayt have to play in the school: women in

management, teachers and mothers.

5.3.3 LEADING WITH ENTHUSIASM

...It gives me great joy to tap in on those talenms @ut them in a
position in the school where they can use theitsgiind their talents
(chapter 4 page 50).

Mrs D’s words describe her approach towards hdf atal how in some ways, her joy
would motivate everybody (chapter id.). Various leadership studies such as the
Hawthorne experiment (Hoy & Miskel 1996: 12) haveacly shown that subordinates’
motivation creates a better working environmentdemive to production, collaborative

management as well as create a sense of commamigué in Smyth 1989: 69).

One of the characteristics of Rosener’s interackaglership (1990: 124) is enthusiasm

and energy with which the female administratorsl léeeir organisations:

The women leaders spoke of their enthusiasm fokkvemrd how they
spread their enthusiasm around to make work a esigdl that is
exhilarating and fun.
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As shown by Rosener, several women leaders (so Mogd) know and believe that
motivation and employees’ happiness is the best twayake them feel comfortable in
their workplace, be committed to the organisatisnweell as take initiative for further
development. As Mrs D stated, she knows that heragement team and herself do not
have the monopoly in finding solutions to probleonsn bringing forward new ideas for
the school’'s improvement (chapter 4 page 50). Siseehough trust in her staff and knows
she can count on her staff by enabling them to “e. thir gifts and their talents”. This
“motivating”, human relations-centred approachhie basis of Burns’ transformational
leadership which described the leader-followersati@hship as built on trust, shared
purpose of effectiveness for organisation, wheeaders and followers raise one another
to higher levels of motivation and morality” (Buras quoted by Angus in Smyth 1989:
69). This aspect of Mrs D confirms what severatss (Mwingi 2000; Rosener 1990)
had found: most women leaders adopt a transformetiapproach or, according to
Rosener, an interactive leadership style.

Thus, for many women leaders, leading with entlamsideads to the whole school’s
happiness and motivation which in turn, instilsp&is of commitment, loyalty and moral

purpose (as discussed in chapter 2 pages 25-26)e Thmutual trust which contributes to
more delegation and participation from staff, le@dio a sense of belonging, of family
and community. However, there can be exceptiomgn&tance, Mrs T saying that she had
difficulties in delegating as she had previousherbéelet down” by some people. But
generally, enthusiasm and other aspects of inteeadeadership “...reflect their

(women’s) belief that allowing employees to conitdand to feel powerful and important

is a win-win situation- good for the employees #melorganization” (Rosener 1990: 120).

5.3.4 LEADERSHIP ROLE

Hall (in Bushet al. 1999: 156) declared that new studies in educdtim@@agement and
leadership should seek to provide “an approprigages for giving gender not only a
speaking part but also a central role in underst@gnénd developing educational

management”. | believe that Hall's choice of word#ating to the world of plays and
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drama is an appropriate way for me to discuss lshgeclosely related to drama and role
modelling.

As presented in chapter four (page 60), the heddegpressed her leadership by using
several words related to drama and role-playing; @hys several roles: daughter, friend,
sister, student and leader. All these roles aré¢ pamwho she is and thanks to her
leadership role, she discovered qualities whichewedden in her. Mrs T acknowledged
that the staff and she are “mothers, sisters amdything” (chapter 4 page 53) to the
students; hence, as staff and leader, they havgpihauioles to play.

Starratt (1993: 114-117) approached leadership facdrama-oriented” angle where he
posited that drama is present in everyday life imndur social interactions. This idea is
shared by Deal and Peterson (1999: 97) who as%ktall the world’s a stage,” then
aspects of the life of a school are fascinatingtiwiethey are comedy, tragedy, drama, or
action”. The leader can be a director, actor, stageager, critic as well as a script writer
(Starratt 1993: 138-142).

For example, sometimes the leader is an actorraffaridea is also shared by Deal and
Peterson (1999: 97) where the leader interacts witier actors (teachers/students or
parents) and has a feel of what is going on indlMmunity and in this way, he/she
maintain the relationships. In a school contexvnfrtime to time, it is good for the
principal to have lunch with the staff as his/heegence is appreciated by the staff but
also, it is through casual conversations that eaenls more about the staff.

The leader can also be a critic where he/she stamsler to reflect on the performance (of
the students or the staff) and does a self-evaluati order to know whether improvement
and changes are needed. At times, the school leadestage manager where he/she is
present in the detailed running of the school;if@tance, Mrs T is responsible for the
administrative and academic sides of the High sktsb@ checks if the students’ fees are
paid, reports have been done correctly and varsooall but significant aspects of the
daily running of the school. Hence, the school é&aldas various roles to play on the

“school stage”.
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Furthermore, when interpreting the head girl's vg&prone sees that she identifies herself
with her role; she knows that many students amhd@is do not understand that this role is
truly who she is (chapter 4 page 60). At times,\werds are confusing as she sometimes
talks of “playing a role” and then strongly asséintst the role is who she is. However, this
aspect is quite common for “dramatic” leaders. &n\der Mescht's study, the leaders
adopted different behaviours and styles which “hb@eome so assimilated as to be part
of who they are” (Van der Mescht 1996: 163).

According to Kauria (2003: 65) role modelling is@lan important of aspect of leadership
as the followers learn important values and beliefeugh the “being” of their leaders as

well as identify themselves to the leaders. Asudised in chapter two (page 21), it is
important for the leader to be genuine and trukisfer self as he/she is a symbol of the
school’'s culture and directly or indirectly beconsesnodel for the whole school. Thus

Kauria (2003: 65) concludes:

When leaders are role models, then in a way thayinoe their followers
that they know what they are doing and they ares tbonfident and
through that they generate hope and confidencleein tollowers. | think
how a leader leads his/her life determines whefibléywers want to put
their lives in his or her hands.

Hence, role playing and role modelling
are ways that leaders use in order to be
effective in their leadership. In the
case of the Loreto Convent School of
Pretoria, the girls certainly look up at
their teachers and leaders as role
models for their future life in the

world. Miss J declared that one of her

St Shirey unveling the new name plaque of the school ha role models of leadership was Mrs T
and through her, she has learned a lot about tiéealges that leaders must face and ways
to tackle them (chapter 4 pages 60-61). This peclrows Sister Shirley Kay unveiling
the new name of the school’s hall which was nanfest her. She was one of the former
principals of the school who is still actively irved in the school by attending the daily

staff meetings and schools activities. Therefosenéaming the new hall after one of the
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principals and Loreto sister, the school acknowdsdidpe importance of this female leader

as a role model.

5.4 THE PROMOTION OF LEADERSHIP

In the preceding section | discussed the aspectterofile leadership in relation to
socialization, the significance of the “mother” @ugthor, the interactive leadership style
and the role of drama. In this section, | discuss khe leaders and organisational culture
of the Loreto Convent School of Pretoria promotadkrship, not only in the field of

education but also leadership in society as a waananan Ex-Loreto girl.

5.4.1 LEARNING LEADERSHIP: LEADING FOR SOCIAL JUSTI CE

As mentioned in chapter four, it is the school’Bost through the mission statement to
“learn and lead in love and justice”. The promotairieadership is seen in the everyday
life of the school where the students can take anous posts of responsibilities such as
prefects, members of RCL, class captains, mediaitorenor working in the tuck shop.
Some of them have received training but there ils sstgap between the training and
everyday life as Miss J realised (chapter 4 page 59

It is true to say that for the students, thesewaags to be known in the school and enjoy
some of the “power” but they are also aware thalythave to be responsible and
accountable to the teachers and the managemesddbraction. It is a way for them to be
prepared to face the challenges of work or furtttedies and be ready for life after school,

in their community or in society (chapter 4 pagesh2).

Moreover, the school aims at offering leadershigduocation as they do not want to lag
behind (chapter 4 page 48). In effect, for sevgedrs, the Matric pass rate has been
consistently 100%. However, the school also aimeaating at the social level by helping
those who are economically and socially poor, th@ee are emotionally impoverished
because of family problems, poverty and margintibma Faithful to the Loreto tradition,

the school offers leadership in the field of sogigtice by reaching out to the community
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in order to help and uplift it (chapter 4 page 4@urrent issues in educational
management and administration focus on leaderstiipsécial justice. According to

Shields (2004:110):

Educational leaders are expected to be transforeat attend to social
justice as well as academic achievement...To enduaé Wwe create
schools that are socially just, educators must amree silences about
such aspects as ethnicity and social class.

In a South African context, Phendla (2004:61) defigocial justice as involving “social

actors who have a sense of their own agency asasel sense of social responsibility
towards and with others and to society as a whatet. study showed how three black
female principals’ main aim was to restore soaiatige in their schools as they had been

themselves oppressed because of their race, gendestatus:

In general, organisational change and social jastice of paramount
significance at this stage of South African histarnyparticular and most
important, social justice is central to the livélswimen and especially
Black women who are defined through multiple busdehoppression.

In this respect, | believe that the Loreto Conv@ahool does not live in an ‘ivory tower’

where it is only concerned for its staff, studesutsl parents but it is its wish to make the

school part of Pretoria’s community in order taidor social justice.

In a similar vein, for the Sacred Congregation@atholic Education, it is the duty of all

catholic schools to be at the service of the mailgiad and the poor of the community

and society:

...In spite of numerous obstacles, the Catholic schas continued to
share responsibility for the social and culturalvelepment of the
different communities and peoples to which it bggnparticipating in
their joys and hopes, their sufferings and diffied, their efforts to
achieve genuine human and communitarian progressagh( & Martins
1997 no page)

Hence, the students and staff of the Loreto Schesnin that leadership is not simply

having power over others and fulfil one’s selfigkerests or motives. It is leadership and
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power which is used to reach out to others andesttrose who are in need (chapter 2 page
68).

5.4.2“...WOMEN IN TIME TO COME WILL DO MUCH"

Through the Loreto’s unique ethos, female studehthe school are empowered to take
their place in society and fulfil Mary Ward’s wigbhapter 1 page 6). The various posters
and sayings which are seen in the corridors cleangourage the girls to believe in
themselves and reach out to their dreams in ood&ake their place in society” (chapter 4
page 52). Despite the existing social barriersietgs assigned roles for women and other
external factors such as poverty and discriminateach Loreto Girl feels empowered
enough to face the world, whether for further ssdiin their place of work or at the

service of their country.

As | have presented in chapter four, bright coldupesters, spiritual and philosophical
guotes which are hung in the school’'s classes anidors create an impact on the girls
and lead them to truly believe that they cam makiéfarence in the world, as one of the
posters claimed:
| know that | need not sacrifice my ideals
Just because | am a girl.
| am proud of who | am.

| am proud to be a girl.

5.5 A SPIRIT OF COMMUNITY

5.5.1 THE SCHOOL COMMUNITY AS FAMILY

The last theme of my discussion is the Loreto Catngchool's concern to be a school
community. As discussed in chapter two, more andenstudies promote the idea that
schools should no longer be considered as org@amsabut rather as communities
(Sergiovanni 2001:77; Leithwood in Begley 1999:3Bahill 1994:254). A spirit of

community involves close relationships among indlinls who are bound by the

organisational culture which has been created thaokhe shared and espoused values
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and beliefs. Different expressions are being usezkpress the communitarian spirit in the
school context. Deal and Peterson (1999: 15-21)itcalan or tribes: “School cultures
become like tribes and clans, with deep ties anpwaple and with values and traditions
that give meaning to everyday life”. Mrs T and Mik$alked of the family of the Loreto
Convent School (chapter 4 page 53 & 61). Likewibe,Sacred Congregation of Catholic
Education views the school as ‘an educational comityiu

Attention is rightly given to the importance of thielations existing
between all those who make up the educating contguwmihich is

constituted by the interaction and collaboratioit®farious components:
students, parents, teachers, directors and nohiepctaff (Laghi &

Martins 1997 no page).

Then again, it can be quite a difficult task toiagk ‘an educational community’ when
having multiple cultures, religions and social bgrckunds, especially in the South African
context where the deep wounds of the apartheidhzast just been healed. The principal
and the High School's Head of Department acknowdddthat it is a daily challenge
(chapter 4 pages 46, 53-54). The recognition armtaggal of South Africa’s multiple
cultures are celebrated on special occasions tindreveryday classes. Social scourges
such as poverty, divorce, drugs and alcoholismcaftiee life of the school community.
This is why Mrs T believes that a lot still needshie done in order to look “after the
people who are entrusted to me” (chapter 4 pageas4pr Mrs D, she recognises the fact
that the school is striving on a daily basis tophttle small community of the Loreto
School but she also wants the whole school to tbfrtkose who are in greater sufferings

- this is why the school has Outreach programmesoémer community services.

Thus, the communitarian and family aspect is th&alf@oint of Catholic schools and

clearly the Loreto Convent School's ethos and imdigls achieve this goal.
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5.5.2 THE INDIVIDUAL WITHIN THE COMMUNITY

As discussed in the above section, the family-comitywcharacteristic is important for
Catholic schools, namely for the Loreto ConventddthHowever, on another level, the
Sacred Congregation for the Catholic Education alges its schools to provide for the

child, a suitable space to fully develop his/heteptial:

The person of each individual human being, in hiher material and
spiritual needs, is at the heart of Christ's teaghithis is why the
promotion of the human person is the goal of thth@a school (Pope
John Paul Il as quoted by Laghi & Martins 1997 age).

In this respect, the Loreto Convent School promatesvery way the cultural, religious
and language differences of its various studentsséaf. It might seem contradictory that
the Church encourages a spirit of community as askncourage the uniqueness of each
person; in that perspective, the Church answerdjil8\tespecting individual roles, the
community dimension should be fostered, since itoree of the most enriching

developments for the contemporary school” (Lagtv&rtins 1997 no page).

By doing so, the school promotes the uniquenesthefsubjective experience of each
individual present within the school community. ttmat way, Catholic schools mirror

Greenfield’s view of the importance of each indiadlwithin the school:

Since schools are made up of different people fferdint times and
places, it is to be expected that images whiclecefthe experience of
schooling must be many and varied (Greenfield aibtiRs 1993:19).
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5.6 CONCLUSION

In this section | discussed the themes which endevgale doing my data analysis. The
themes were the complex relationship of organisaticulture and leadership, the aspect
of female leadership according to my three pardictp’ unique experience, the promotion
of leadership in the school and finally the schaslcommunity. In the next chapter |
conclude the thesis by highlighting the main aspettimy findings and putting forward a
critique of my work. | also present some recomménda for further research in the field.

87



CHAPTER 6

SUMMARY, SIGNIFICANCE OF THE STUDY AND
FUTURE RESEARCH

6.1 INTRODUCTION

In this chapter | present a summary of my findiridggghlight the main arguments and the
strengths of my study. | also provide a critiquaryf study by assessing its limitations and
provide some recommendations for further researcthe field and also in terms of the

methodology used.

6.2 SUMMARY OF FINDINGS

This section sheds light on the findings of my stush the relationship between
organisational culture and leadership. | explored telationship between these two
concepts as well as investigated the role and itapoe of the organisational culture in
school leadership. | also aimed at enriching cutenstanding of female school leaders

from a cultural perspective.

It is posited that the leader shapes the orgaaorsaticulture (Schein 1992: 5; Deal &
Peterson 1999: 10). Yet, theorists also put forwheddea that each organisation’s unique
culture influences the leader in his/her daily dieci-making and ways of interacting with
others (Sergiovanni 2001: 100; Deal & Peterson 1899. The leadership-organisational
culture threads are so intertwined that it seemgabrtant to study the relationship more
closely; this study has also woven in another threthe role of female leadership and its

place in this complex rapport.
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Hence, | chose to conduct my research in a Catlseliondary school in Pretoria which
has the following characteristics: the school'stun@ has been created and maintained
since 1873 and the school has always been led ogléeleaders — by nuns and lay

principals.

My findings show that looking at educational leaddp from a cultural perspective is a
complex phenomenon as | have investigated a prdfgumuman field. There are also
several subtle factors which should be considdi@dinstance, a school’s historical and
social context or the leader's personal backgroondyender. In the next section, |
summarise my findings under three themes: the iddalt at the heart of the tension, the

paradoxes and tensions in educational leadersmipseeking social justice in leadership.

6.2.1 THE INDIVIDUAL AT THE HEART OF THE TENSION

My findings showed that in the Loreto Convent SdhafdPretoria the leader is caught up
in the leadership-organisational culture tensidre school’'s culture has a significant
impact on the leadership but at the same timeahddr participates in the creation and
shaping of new elements of the organisational celtdn both cases, one sees the
importance of the individual in that organisatiare expressions of “will, intention and

value” (Greenfield 1993:104) of the group of indivals within the organisation.

The school culture influences the leaders who arara that the school is unique in its
ethos, values and beliefs and its holistic waypgraaching education. In this respect the
leaders nurture and develop the school’s basicegadnd beliefs which are reflected in the
school’s symbolic artifacts such as rituals, ceneie®and activities in which parents, staff
and students are all involved. In doing so, theostlorganisation is transformed into a
school community whose aim is both to achieve lasigdemic standards and also to reach
out to the marginalised of society. Furthermore¢sithe school’s underlying values and
beliefs are founded on Christian values, my findisgow that the leaders’ personal faith,

which is in line with the school’'s values, drivasetleadership. Hence, the school’'s
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organisational culture, founded on its unique valaed beliefs, influences the leaders in
their decision-making and ways of interacting vathers.

Yet it is also true that the leaders shape the dhoulture; for instance in periods of
educational or political transitions, the leadeasrg out the necessary structural changes
but they do so according to the Loreto values. fEheale leaders are also concerned with
self-development and on-going teachers’ developmatitin their institutions. Being
aware of the ever-changing and highly competitidecational field, the leaders focus on
the teachers’ and students’ personal enrichmeatder to establish an effective learning
community. The leaders also preserve the Lorethtiva of promoting female leadership
by offering a high standard of education to gimdyan the High School so that they can

achieve much and take the lead in society.

Hence the leadership-organisational culture tensemeals what Kauria (2003: 82-83),
Mwingi (2000: 130), Van der Mescht (1996: 163) asitler researchers have shown in
their studies, that is, leadership is a profourlynan and humane phenomenon. The
school’s organisational culture would not have hagth significance without the leader
truly believing and espousing it. The leaders, witair personal values, embraced their
role to such an extent that it became part of wiey twere. Authenticity in the leaders’
personal and professional life makes them more ildeedand trustworthy in their
leadership of the school. As discussed by Sergimvan Sergiovanni & Corbally 1986:
106), my findings showed that the school leaderbaehed the values and beliefs of the
school and thus, became part of the school’'s allartifacts. Hence, the understanding of
the relationship between the school's culture asdleadership starts by valuing the

importance of the individual leader who is at tleat of the leadership.

In addition, the above finding is reinforced by rfigdings on female leadership: as
women, the leaders draw on their identity as womamgh mothers in order to help them in
their leadership. Since society and socialisatigpeet of women to be caring, motherly
and approachable, in effect, the female leaderghese ascribed roles and behaviours in
order to be “naturally” more participative and edlbrative. My participants take up with

great joy their multiple roles in the school as n@vs, educators or administrators.
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Thus, even if the focus of my study was to undedstéhe relationship between
organisational culture and leadership, my findinggeal that our understanding of these
concepts cannot be complete without acknowledgmagimportance of the leader as an
individual, with his/her personal background, thaltiple identities that the individual

takes in society, or one’s gender. Similarly, Sranly2000: 203) asserts:

A dynamic understanding of school leadership must anclude the
person — her background, her training, her belgefd values, and her
ways of interacting with people and systems — deoto have a complete
picture of the principalship

Recognising these factors in my understanding atldeship makes of the study of
educational leadership “something unexpectedly mir{tareenfield & Ribbins 1993: 1).

6.2.2 DILEMMAS AND DUALITIES IN EDUCATIONAL
LEADERSHIP

| believe that my study has also shed light on sahé¢he dualities in the study of
educational leadership. In the previous chapteshdwed that the school leaders nurture
and maintain the school's culture which in turn)psethem in their leadership and
decision-making. However, these leaders recognikat they sometimes had to face
dilemmas: sometimes they were in conflict with tirganisational culture, but the final
decision remains in the hand of the leader. Th@setask conflict emerged as quite
challenging for the leader but in the end the bdstests of the students or of the school

have to be observed.

A duality (and perhaps a paradox) that leadersaleneaders in particular, have to face is
the fact that female leaders are expected by sotdie caring and considerate. However,
at the same time, “women administrators are exgdct@ccept and adapt to male values,
language, and norms of interaction in order to finplace in the system” (Smulyan 2000:
27). Hence, the female leaders are caught up eradpx (chapter 5 pages 74-75) which
makes their task even more difficult: How to be edfective, flawless and ‘in-control’

leader when the society also expects of one tobgassionate, ‘naturally’ motherly and
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collaborative? The female leaders not only havenemage their dual roles of being
leaders and mothers in society, but also neechtbdibalance between being ‘motherly’
and ‘steel’ in the workplace. This conflicting stion was noted by Greyvenstein (2000:
32) where she argued that “Where teaching is toadilly viewed as being

complementary to a woman'’s role of wife and moth@nagement is contradictory to this
role...” Their task as leaders is even more challegpghan the men’s as the leadership
role requires them to manage and to nurture theadcAs Phendla (2004: 52) argued, the

South African female leaders are women who:

...are expected to be caring, be the mothers of @beple's children and
at the same time struggle with efficiency, resphoilist and dealing with
the numerous difficulties (bureaucratic and otledrjnanaging a school.
As a result women have to acquire strategies fdditg these knives
without being cut, and knowing how to navigate tens within and
across the personal, public and professional fieblisck women school
leaders are compelled to learn how to navigatesacitwe tension created
by culture, language, and customary laws. Hencer theurce of
domination is neither race nor gender, but a cormpliemany factors
interlocking simultaneously to create their existn

In her study of female principals, Smulyan (200002concluded that each woman found
a way to negotiate “a balance among her personde sir background, social
constructions of gender and administration, andctiramunity context within which she

works”.

Thus it is evident that in the field of educatiodehdership, conflicts, dualities and
paradoxes are recurrent (particularly for femaledérs) because school leadership is
profoundly a human field. However, | believe thaice schools are made up of people,

for people and with people, the key to complexatitns remains the individual.

6.2.3 SEEKING SOCIAL JUSTICE IN LEADERSHIP

As discussed in chapter five, the emerging themmimemporary leadership discourse is
social justice through leadership. Thanks to ik®gt the Loreto School aims at providing
to its students a school community which is awafethe social inequalities, and

participate in the fight to alleviate these socsslues. Poverty, HIV/Aids, economic and
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social discrimination are some of the sad realitiesg affect not only some of the Loreto
students but also thousands of South Africans.olxatlg the Loreto sisters’ tradition of
reaching out to the marginalised group of the ggctbe Loreto school community strives

to serve a higher purpose: to offer leadershipénquest for social justice.

As shown in my literature review, leadership thesrof the past 30 years have focussed
on concepts such as ‘transformational’ leadershgryant’ and ‘moral’ leadership. Each
concept has its own characteristic but the undeglydea is to be inspired by human
values in order to serve a moral purpose. Leaddrfallowers aspire to attain an ideal
moral order which leads to using their power ineortb serve others. In this respect, |
believe that future research on leadership wiluon finding means to promote socio-

economic equality in order to achieve a higher psepand improve society.

| consider that this new leadership concept ackedgés the transformational power of
the leader and his/her followers to participatdemively in improving the society. Taking
a leadership post no longer means that the sclkadkel is responsible only for his/her
school, with the students, parents and the govgrbaty. It is also the duty of the leader
and the school organisation that they achieve ri@e academic standards and that they
show that they can contribute to social improvenemd welfare. Similar to Phendla’s
(2004: 59) female leaders, the leaders in the bof@bnvent school of Pretoria are
strongly committed to social justice which is dnivey a “leadership that is based on
caring, warmth, sympathy, fairness and firmnesdierfella (2004: 61) concludes that
“social justice involves social actors [such asostlcommunities] who have a sense of
their own agency as well as a sense of social nssipiéity towards and with others and to

society as a whole”.

6.3 SIGNIFICANCE OF THE STUDY

In the light of my findings, | would like to lookt any study through a more critical lens.
The research findings show a ‘picture perfect’ tyggeschool that every leader would
dream of leading: a cohesive staff and managerhégit,academic standards of students,

a successful organisational culture as well as @twppom and active participation of
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parents. The school culture prevailing at the Lor€onvent School of Pretoria is an
example of how positive organisational culture teyks and feeds school effectiveness and
improvement. However, the question that one care ps'‘Could such supportive and
caring culture be established anywhere in Southicafi(for instance, in historically

African schools), regardless of historical backgubor social circumstances?”

The success of the organisational culture of theetiooConvent School of Pretoria can be
attributed to the long and strong tradition that2§ years old. As | mentioned in chapter
five, the Loreto tradition was developed by thedtorsisters who founded a deeply rooted
ethos which offers a holistic approach to educatianthermore, the sisters have created
the communal/family aspect of the school where marestaff and students support each
other. Over time, the founded organisational celforoved to be effective. Hence, the lay
principals who took up the leadership after theetorsisters had ‘no choice’ but to
continue and improve on the existing high levetompetence left by the sisters. In other
words, the current success of a school cultureisess rests on its past, which paves the

way to its future effectiveness.

| also acknowledge the fact that the Loreto Sclsosliccess should not be attributed only
to the organisational culture. Apart from the dgeploted tradition of excellence, some
other significant factors should be taken into edestion. Firstly, The Loreto Convent
School of Pretoria is an independent school whishfinancially autonomous and
accountable to a School Governing Board (SGB) whies complete trust in the
management. This financial autonomy enables thedatcto offer additional subjects,
other than those prescribed by the Department at&iibn, as well as a greater range of
extra-curricular activities. Secondly, since theBS@lows the school management to
enjoy the freedom of decision-making, it is eagiermanagement than if they had to wait
for the approval of the Department of Education &y decisions taken. Another
significant factor is the socio-economic backgrowfidhe students: most of the students
come from a middle-class background even if sominein come from very challenging
households. Most of the parents can afford to paysthool fees which facilitate the task
of running the school. However, as Mrs D said, ohdghe future challenges that the
Loreto School will have to face is the ever-incregsosts of running a private institution.

Furthermore, the parents are conscious of the itrapoe of their children’s education and
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thus they show their interest and motivation byivaty participating in formal and
informal activities of the school. Therefore, oreeds to understand that a positive school
culture is supported by financial autonomy and ppsutive SGB and parents. In this
respect | believe that the school culture prewvgilin the Loreto School would not
necessarily be easily ‘replicated’ in a historigafrican school as there are some major
factors which would first need to be addressed.

One of these factors is that these schools’ higtehich is a fundamental element in the
creation of the school's culture) is entrencheditendistressing past. The historically
African schools are still marked by “decades oftitnsonalized racism and injustice”

(Bush 2003: 164) where they used to lack finanamMfastructural and human resources
which were mostly distributed to white schools. 1992, the National Education Policy

Investigation (as quoted by Bush 2003: 165) stated:

South African teachers, especially those in bladlcation, have had to
contend with severe difficulties in rendering pssE@nal
service...because of the wretched physical conditpmesailing in their
schools...a weakening of the social fabric in th@mmunities, and the
consequent disintegration of the culture of leagniwithin their
institutions.

Teachers’ and students’ strikes were some of theapens’ used to contest the
discriminatory policies of the white governmentisthostile climate” was not conducive
to a culture of learning (Bush 2003: 165). Hend&erandependence, the Black schools
had the greatest challenge of transforming the tfleogulture” into a “culture of
learning”. It can be quite difficult to build a spiof community, togetherness and
dedication on such an under-privileged backgro@ume of the recurring problems of
these schools are high absenteeism and frequentkd among staff and students, lack of
discipline, violence, dysfunctional management &owl morale of teachers. These are
symptoms of what Deal & Peterson (1999: 118-118gdke as a school’s “toxic” culture.
Moreover, the external environment also suffersmfr@socio-economic problems:
unemployed parents are more preoccupied with fondiood than supporting their

children, while alcoholism and drug abuse crippke ¢community.
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In order to fight against toxic cultures, | agreghvBush and Anderson’s (in Bush 2003:
166) suggestion that “a genuine culture of learmngbe... dependent on the quality of
leadership in individual schools”. | believe thatarder to build positive school cultures in
the historically African schools, the leader shobleicome, what Phendla (2004: 55)
called, a “creator of opportunities”, that is h&/snust find ways to motivate the staff,
students and parents to participate in the creatiannew school culture. In addition, the
leader should seek sponsors or patrons who woulkl fgiancial or infrastructural aid if

they see that the school is fighting against thésad order to build a culture of learning
(Phendla 2004: 61). Phendla’s study is a good elawipthe leader's commitment and
dedication to transform the remains of the apadthegacy into an education which is

concerned with “racial uplifting, increasing respand self-esteem’lifid.)

The leader with the help of the management tearmaldhnitiate the collective creation of
a new, positive school culture with the help offs{garents and students. It is not easy for
any school to achieve a wholesome school cultuerroght: it needs perseverance and
trust from the school’s stakeholders in the fousdbéeliefs and values which will then
lead to the espousal of the school’s culture. Indtedy of historically African schools
that have strived to survive in post-apartheid qeeriChristie (2001: 48) highlighted the
features which contributed to the success of thresdient” schools. One of these features
is the importance of the school leader and thd stabeing committed to respect and
participate in the educational vision of “teachiagd learning as the central purpose of
schooling”. It also showed how “energetic and wisiy individuals...enlivened their
schools and engaged actively with their surroundmgmunities” (Christie 2001: 49).

Hence, historically African schools can benefit nfrothe creation of a positive

organisational culture, not only if it is built Wwitthe genuine participation of all the
schools’ stakeholders.

96



6.4 POTENTIAL VALUE OF THE STUDY

The following points summarise the potential vabfieny study:

As far as | know, there has not been any researtnei South African educational
context on the relationship between organisatiao#ture and leadership. Thus |
believe that | have shown the importance of ackedging that school culture is a
significant factor worth considering in the study educational leadership.
Promoting the creation of an effective school agaltis one of the means of
improving South African school administration andgiltd motivation among the
staff and students (Deal and Peterson 1999: 115-116

| also consider that my study has shed light oeva aspect of female leadership in
terms of how a school’s organisational culture ipgurates in the promotion of

female leadership.

My study also shows that creating and nurturingresthavalues and beliefs is a
challenging but rewarding process. It enables thedal to be transformed into an

effective learning community.

Finally, | believe that the study opens the dawrftirther research on leadership
for social justice. | consider that the Loreto Sahis an example of how many
other schools can help in addressing social ing&gglin the South African
context. This new leadership concept has the airaxthing out to the community
or other neighbouring schools and is good way of\shg the South African youth
that they have the capacity of being change agentsthat they can make a
difference in their school, community or in the istg.
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6.5 LIMITATIONS OF THE STUDY

Since | used the case study method, | focusedpartecular school, working with a small
sample of only three participants. This method ptbto be more of an advantage than a
limitation since | was able to obtain the particifga unique experiences. As Kaufman (as

guoted in Smulyan 2000: 43) explains:

By viewing social change through the lens of indinal experience, we
are able to move away form infinite generalizatiansl abstractions and
into the realm of individual constructions of meaqni Through the
examination of...individual’s lives, we gain accesghbto multi-faceted
meanings of the self-within-the culture and to eher, more detailed
portrait of the culture which contributes to andcnstituted by those
meanings

At a practical level, | realise that three weeksgjuste a short span of time to explore the
complex richness of a school’s organisational caltlBut since my main goal was to
obtain the female leaders’ perceptions of the scholbure, | consider that three weeks
were enough to carry out the interviews, obserwveesof the school’s rituals, ceremonies,
symbols and events as well as the leaders’ inierectvith the staff, other school leaders
and the parents.

Furthermore, it is possible that a phenomenologpairoach to my research study would
have better suited my aim of capturing the leadéwaken-for-granted’ assumptions
(Cohenet al.2000: 23) about the school’s culture and their éeslip. However, adopting
such a method would perhaps have privileged subgeanhderstandings to such an extent

that other data sources — such as observation -notayave found a place in my findings.
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6.6 RECOMMENDATIONS

After reflecting on my discussions of data, | m#ke following recommendations:

Any school organisations should and can developrganisational culture which
is conducive to the creation of an effective lelagncommunity by having simple
but meaningful symbols, rituals and ceremonies eltag establishing the school’s
mission statement. These artifacts should be basetie core values and beliefs
which have been collectively created by school'skeholders. However,
infrastructural and professional support as wellat@ration from the community

are needed for the creation of a successful orgaoigl culture.

School organisations are more successfully led wherleaders are not afraid to
show their humanity: to show that they are genuamal humane in their
interactions with students, staff and parents, thay have their strengths and
flaws. In this way, the followers have more trustind respect for their leader.
Female school leaders should find opportunitiaséet so that they can share their
difficulties and feel that they are supported antlalone in their task. In fact, in an
African context, such meetings are not unusual h&set are so many female
meetings such as Stokvels which make women feebex@ed. This can be done
either regionally or according to the similarittest the different schools have.

6.7 SUGGESTIONS FOR FURTHER RESEARCH

| believe that there is a great need for followregearch of the field of school culture as it

can promote understanding of unique school sitoatas well as provide a background for

any changes or school improvement programmes.

The suggestions that | would make for further regean this field are:
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To explore the perceptions of the teachers, stgdantl parents concerning the
school’s organisational culture in order to know tifey really espouse the

underlying values of the school and how they cbate to the school’s culture.

A critical investigation of organisational cultuss a barrier to female leadership in

school settings.
A phenomenological study of the influence of peeamalues on school leaders.
A study of organisational culture in previously isan schools which would

enable these schools to assess their strengthsveakhesses as a platform on

which to collectively create a positive school atdt
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APPENDIX A

LETTER OF AGREEMENT FOR CONDUCTING
INTERVIEWS

Dear Mrs J,

| am a student at Rhodes University in Grahamstdaltowing the course of Masters

in Educational Leadership and Management.

| have been authorised by Mrs D to study the Lo€@avent School of Pretoria in
order to complete a thesis whose topic is Orgapisalt Culture and female leadership.
One of my requirements is to conduct interviewssibme of the female leaders of the
school. Therefore, | would greatly appreciateabuld conduct an interview with your
daughter, Miss J since she is 2004 Head Girl.

| undertake that anonymity and confidentiality vii# guaranteed.

Thanking you in anticipation,

Miss Lily-Claire Jean-Louis Mrs D.
Student at Rhodes University. Principal of Lor€mnvent School

Having read the above, | agree that my daughtétbeilnterviewed by Miss Lily-Claire

Jean-Louis for the purpose of a study of Loretoveon School of Pretoria.

NaME Of LA . e e e e e

Name and Signature of Parent: ..............co i e,
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APPENDIX B

FEMALE LEADERS’ PROFILE
LORETO CONVENT OF PRETORIA

PRESENT POST OF RESPONSIBILITY:

EDUCATIONAL BACKGROUND:

PROFESSIONAL BACKGROUND:

YEAR OF APPOINTMENT TO PRESENT POST: ...

DID YOU OCCUPY ANY OTHER POST OF RESPONSIBILITY BEF ORE?
(Deputy principal/Senior teacher/Head of departnfradf of pastoral
responsibility/RCL/other...).

Thank you
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