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Abstract

Women in leadership has become an increasinglylpoprea of research within the field
of Educational Leadership and Management. As wohwd more leadership roles and
responsibilities in education it is increasinglypiontant this subject is researched to enrich

our understanding and knowledge of an area in wihiete have been silences.

This research is a case study of a woman schodétaa Namibia. The purpose was to
explore the language she used and the impact ofifeeurses emerging from the text.
The discourses are explained, described and ietexgbrthrough a critical discourse
analysis to examine the discursive space andlasaeship to the organisation. A feminist

post-structural framework provided the basis fer ¢htical orientation of this research.

The findings of this study indicate that the leadecupied a discursive space of multiple
positions that perpetuated and reproduced the Eshayganizational structure and culture.
The significance of this study lies in the posdilei$ for future research. The use of a post-
structural framework to critically analyze disca@sscombined with the use of leadership
and management theory provided a means by whiekplmre and understand the multiple
positions a woman leader takes up. By analyzingdiseursive space in a discourse
researchers are able to explore new ways of examimiomen and leadership in

education.
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Chapter 1: Introduction

This research is located in the field of Educati@adership and Management. It is a case
study of one school leader and her language; lisgisaship to its context; its usage; and

its relationship with the organisation. The purpasethis research is to explore the

discourse of a woman school leader, in the contéxd school's culture and practiced

norms (the wider social power), and to investigptssible discursive space and its
relationship to the organisation in which she works

1.1 Education Leadership, Management and Women

Education leadership and management is a growahg dif study and within this field the
guestion of women and leadership has received dseck attention in recent decades.
Much of this research is based around notions wiesa&ss and difference, masculine and
feminine. Much of the purpose of this kind of raskain the area of education is to
examine what is effective and what is not in terafisleadership and its impact on
organisations. Examples of this include Cryss Beun(i998), Burke and Collins (2001),
and the Gender Equity Task Team for the Departroériducation in South Africa in
1997 (Wolpe, Quinian and Martinez 1997).

Issues of power are at the heart of much gendearels and theorizing, and leadership and
management research. Power is central to postistaichought. Power can appear in
many forms: status, position, authority, accesslaaision-making, the right to name,
define and value (Waring 1988: 6). Working with mowassociated themes challenges
leadership and management thought and practicesteTare personal, political and
epistemological challenges for the researcher axagioften competing discourses.
While reading in the area of Education Leadershiph llanagement | found many studies
reporting the absence of and marginalisation of emmndeed andocentric male biased
viewpoints limit educational management and leddprtheories and research. There is an

assumption in much of the literature that male terdale experience are the same, and
1



that this is a satisfactory premise from which xplain leadership and management for

both women and men.

Much current management and leadership encouragi#Esicamy and empowerment,

focuses on expectancy theory, which defines woftriefs personal traits (such as self-
confidence and imagination) and work outcomes t#sides and feelings (such as personal
growth and development). This stress on interredtiens to the external realities deflects
an examination of the external realities. This etapressure on the individual to feel
personal responsibility for their work practicesdagiscourages an examination of the
organisational structures, cultural norms and prestthat affect and influence their work
practices. This is particularly significant for wem because there is a focus on the
individual and self-development throughout women ni@nagement literature. This

emphasis on individual perceptions of an orgaragali situation implies individual, not

organisational responsibility to the situation.

The focus of this study is not just in the fieldseducation and leadership but draws from
the fields of Women's Studies and Linguistics. Haeticipant in this case study is a
women school leader of a co-educational privateogicin Namibia. Feminist theory
strongly informs the methodology of this study, dfieally post-structural feminist theory.
This body of theory lends itself to the disciplimé Linguistics, especially Critical
Discourse Analysis (CDA), which is used as the meéthof analysis, explanation,
interpretation and description. Both post-strudtteminist theory and CDA are critical in

their nature and so lend themselves to this casly st

1.2 Motivation for the Study

The maotivation for this research originated in mgrgonal and academic interests in
feminism and language, post-structuralism, anddestdp and management theory. This
case study is an intersection of these bodiesafght. It uses the language of a woman
school leader in an independent private schooldmil¥ia and examines the organisational

context within which it is produced. In this resgat examine how context (organisational
2



structure, norms, practices, and structural refadics connected to language and the
impact of gender on this. These are not inflexdategories to which an individual can be
reduced but instead provide a framework for analgsid interpretation. The very act of
interpretation requires one to choose from multigientities and associations that shape
ones life. By examining the role context plays anduage we can achieve a deeper
understanding from which to interpret languagendty also reveal a range of experiences
and expectations within which the individual worksd provide a perspective from which
to interpret women’s ways of moving through, andkirtg in the webs of relationships

and structures, which make up her world.

1.3 Structure of the Study

The research begins in chapter two by examiniegditire to date in the fields of:

» leadership and organisational theory;

« women leadership and organisational theory;

» post-structuralism in relation to organisationsnvem, power and language.

The connections between these different bodieBmfght and contextual variables lead to
a need for a critical linguistic approach to thalgsis of the data which is explained in
chapter three. The text chosen for the analysis selected for its typicality and
ordinariness. This is important as a purpose ofiic@l Discourse Analysis (CDA) is to
critically examine the ordinary; that which is ubpaunchallenged and unquestioned.
Through CDA then one is able to revise and re-thinkhecked dominant discourses of

power.

Chapter four analyses the data in three ways: tfiroexplanation, description and
interpretation. These three levels of analysis,ctvlare intertwined and woven into each
other, are taken from Janks (1997a). The focubisfstudy is not the data as such but the

messages and meaning that inform the power retabehind the data.



The critical nature of this study sets it apartrother research in that it is not attempting
to report findings from which we can generalise. t®a contrary, it sets out to provide an
example of how we can use alternative frameworkanalyse women leaders’ discourse
and so shed light on what are often competing amdradictory roles that women play in

the field of management and leadership througlitizalranalysis of discourse.

Chapter five concludes the study looking at thdifigs of the study and linking them back
to the purpose of the research. It includes disonsson the limitations and the
significance of the research. It argues how paseairalism provides us with a framework
in which to analyse discursive space and so almwéw possibilities in ways we examine

women and leadership in education.



Chapter 2: Literature Review

In this chapter | give an outline of leadership amdanisational theory, historically, in
regard to women and organisational theories, anst-gtaucturalism and its use in
organisational theory, women, power and languageesé& ideas will introduce key
concepts and understandings that link to the per@osl field of research, namely an
exploration of the discourse(s) of a woman schealér, in the context of a school’s
culture and practiced norms (the wider social powand an investigation of possible

discursive space and the relationships it has thitorganisation.
2.1 Leadership and Organisational Theory

2.1.1 Introduction

Organisational theory is needed in order to provideontextual framework for this
research. Hoy & Miskel (1996: 23) define four pesoin the development of
organisational thought over the last one hundrearsyeFirstly, classical organisational
thought. This commenced with Taylor's scientificalgsis of work which focused on
formal organisational structure. The human reteti@pproach followed this with the
defining Hawthorne Studies focusing on the inforraapects of organisations and their
management. Taylorism was criticised for its ovenlgchanical approach to organisational
studies. The human relations approach was critidiseoversimplifying the complexity of
the concept of organisations. The third approadhich in turn criticised the previous
body of thought, was that of the social scienceraggh, which tried to create an
equilibrium of the previously formal and informalp@oaches. Lastly, it is post-
structuralism, feminist theory and critical theotlyat are currently challenging and
guestioning the previous methods of analysing dsgdions, their culture and

management. | draw heavily on these theories smdtidy.



2.1.2 Leadership

There has been a plethora of research in the &fteadership in the last twenty five years.
During the 1970s much research was done on thes w#ldeadership as a concept, by
authors such as Lieberson and O'Connor, SalanakPdeffer, McCall and Lombardo,

Kerr and Jermier, all cited in Hoy and Miskel (199%r3). After the 1970s radical

humanists such as Gemmil and Oakley (in Hoy ankli$996: 373) called into question

the findings of much previous research stating kratlership itself is a social myth that
assumes its necessity within an organisation. Mafdhis early research was criticised as
being flawed but its proponents saw leadership keyato understanding and improving
organisations. Hoy and Miskel point out that reskars such as Bass (in Hoy and Miskel
1996: 373) show that leadership is often regardeithé single most important influence in

the success or failure of an organisation.

There have been many definitions over the yearsfgpwiard for what is leadership. In
many respects it remains largely indefinable. Leagéay a crucial role in an organisation:
through educating and studying leaders we devaldgbdr understandings in the field of

leadership.

Hoy and Miskel's (1996: 372) summary of leadershijthin the field of education
suggests that there are four basic categories adete behaviour: building personal
relationships; motivating; deciding; and commurifggt Further, a leader's effectiveness
can be conceptualised as having three dimensiongsersonal, organisational, and
individual. Research has found that personalitytivation and skill traits seem to be
systematically related to leadership in schodidéd(; 372). Fiedler (in Hoy and Miskel
1996) believes that to be an effective leader tmeust be a good match between the
organisation and the individual leader's style. ldag Miskel argue "the most influential
theories of leadership are contingency models, lwhiglain the interrelationships among

traits, situations, behaviours, and effectiven¢$896:372).



2.1.3 Organisations

It is difficult to examine leadership without lookj at organisational theory. What follows
is a brief overview of some major trends in orgatimal thought over the last 30 years.
Here | draw on the work of influential theoristschuas Kanter, Senge and Schein whose

thinking has been influential in shaping post-behaist organisation theory.

In 1977 Kanter suggested that uncertainty in thlgamisation makes homogeneity of the
management group important to its members. Haviodied corporate organisational
structure, she concluded that the higher the levahanagement in the organisational
hierarchy, the more discretion the occupants havgerforming their job responsibilities
and the more unclear the criteria for determinimgirt successes. Therefore, management
seeks to fill its ranks, particularly at the highlesel of administration, with those persons

who best fit the existing norms.

Senge’s (1990) concern was to identify how intetfie&rs can be made to turn

organisations into ‘learning organisations’. Thestnappropriate question was whether it
fostered praxis — informed, committed action on ihet of those it was aimed at. This is
an especially pertinent question as Senge lookpromnote a more holistic vision of

organisations and the lives of people within thelowever, Senge’s ideas fail to take into
account a political or moral framework. There is gamsideration of questions of social
justice, democracy and exclusion. His approach elgrgoperates at the level of

organisational interests. No institution existsitsglf and as an end in itself. Everyone is
an organ of society and exists for the sake ofespcbut Senge fails to make a connection
between the notion of the ‘learning organisatiamd éhe ‘learning society’; neither does he

pay attention to the political and social impacbgjanisational life.

Senge’s notion of the learning organisation iswreltand gender blind, as it does not take
into account gender differences. This is typicahufch of the writing and thought in this
area,and so encourages research to illuminate what muaihstream thought ignores.

This can be seen in the plethora of research swiding the issue of women and
7



management and leadership, much of which is jystgrto understand what has been
previously ignored. It has a tendency to focus iamilarities and differences between and
of women and men. More recent literature has attethtp address this blindness by not
focussing on the deficits or gaps in the area oflge ethnicity and socio-economic class,
but instead on the values and beliefs that areetkeby leaders and managers in order to
build healthy organisations (Bhindi & Duignan 19%ussell 2000, Shields 2004). This

will be discussed in more depth later in this ckapt

On the other hand, Senge (1990) in many ways entaps recent approaches in the
discipline of leadership and organisational theehjch are based on the tenet that for all
people, self-confirmation and a supportive comnmwrate requisites for growth and
development, success, and professional progress, e goal of an organisation must be
to cultivate not only the intellectual and practicmmpetence but also the affective
dispositions including the moral, social, emotigraaid aesthetic aspects of the personality.
Doing so would help to develop within all membefst® organisation the competencies,
self-worth, and efficacy which would permit them twercome earlier socialised
dependencies and ideas of conformity. Where coliglom replaces competition, where
community replaces isolation, where respect reglaégtrust, and where there is room for
all voices, traditional and alternative, there weitist the opportunity for all to be accepted,
appreciated, and recognised for the contributidrey tbring to the organisation. The
organisation and each individual within it can obly enriched and energised as a result.
This approach to leadership and organisational gemant can be seen in the context of
this study in a document written by a former Dicgatf the school in this study in which

he discusses the organisational culture and Iaigersthin the school. He emphasises:

...a shared vision, on common goals and on collabverailanning and
teaching in pursuit of those goals. Teachers takshared responsibility
and leadership for areas of learning previously seethe responsibility of
others. In so doing, they accept the need to lemmu skills and they
welcome the opportunity to do so (Bartlett 2000: 9)



Schein's (1992) "learning culture" is characteribgd faith in people and an assumption
that human nature is basically good. A complex dlen individualism and groupism
promotes diversity as desirable at the individuml aubgroup level; subgroups are valued
as resources for learning and innovation. Tasksratadionships are considered equally
important. The prevailing logic of the organisatismon-linear, reflecting the complexity
of the world as well as the difficulty with predmt and analysis. Information and
communication are central to the organisation’d Wweing. The goal of communication is
to connect everyone in the organisation to evengge. A high degree of trust, value in
truth and belief in others' constructiveness okrimtis integral to the philosophy of

communication within the organisation.

The current emphasis on private sector economicbastess management theory being
used as Education Leadership and Management m{Bieldy & Hammet 1999) raises
concerns about the emerging professional modetgdrosational leadership where values
and skills of teachers and collegial, collaboratilexision-making, can be undermined.
Increasingly in education policy documents, sucif@asards Education for AMinistry

of Education and Culture Namibia 1993) there exisétoric of partnership, collaboration,
participation and equality. Such rhetoric discusdes implementation of management
plans which deal with education, financial and homasource management. Human
resource management models define staff roles andiéns and lets them know what
they are to do, but can also increase hierarchimatrol through the monitoring process of
performance. It can be argued that these functhset up an organisational culture that
is hierarchical, competitive, individualistic anijhly task orientated. It promotes a culture
in which ends are separated from means and peoplerdy valued for what they do,
rather than their potential or who they are. A @ncl have about policy documents that
promote decentralisation is the tendency that menlgcontrol may be cloaked by the use
of more acceptable terms such as ‘facilitating’otivating’, ‘persuading’ and ‘leading’.

| am increasingly doubtful about whether traditibfmaainstream and critical) organisation

theories will or can adequately address gendersssand whether these theories can

satisfactorily meet the needs of the educationosedthus it is important to examine
9



leadership and management models that are deringed fesearch in the realm of

education and for the purpose of helping us bettderstand educational organisations.

2.1.4 Tony Bush’s Models of Educational Managemernd Leadership

This section is based upon Tony Bush’s (1995) sixlets of educational management and
leadership. Bush provides conceptual frameworks risféect the practice of educational
managers. Bush presents a complex body of theoslear straightforward terms and
illustrates the models with examples of managemenéducational institutions. The

central features of the models are described below:

2.1.4.1 Formal Models

The basic features that underpin these modelsigighthe official and structural elements
of organisations. The heart of the approach inwlvimllowing the organisational
objectives through rational methods; organisatidmsing considered as systems;
departments of the organisation relating to eableroand the organisations itself; official
structures being give importance as they recogmiskplace the relationships between the
members and the organisation itself; structuresighénclined to be of a hierarchical
nature; the organisation as goal seeking; ratipnatesses being stressed, as decision-
making is believed to be an objective and impagralctice; the authority of the leader is
given importance as his/her power is seen to biigoal; finally, there is an emphasis on
the accountability of the organisation to its sdissing body (Bush 1995: 29-30).

2.1.4.2 Collegial Models

These models place great importance on the sharingower and decision-making
amongst some or all members of an organisation. praetices of values that form the

basis of the organisation are based on the ndtianthe management of decision-making

10



should be based on agreement. It assumes that mermbean organisation share a
common set of values, this is in itself one of thajor weaknesses of this model as the
effectiveness of the organisation is dependenhervalues and attitudes that the members
hold. These models presume that decisions are edatinough consensus, often making
the decision making process slow. Management te@mbars are accountable to the
governing body and external groups. These same emnhiave the authority to give staff
opportunities to participate. In the collegial mbdeth political power and power derived
from expertise of knowledge exists. This can creatension, which in the case of the
school is resolved through the formal structuréhefschool (Bush 1995: 52-66).

2.1.4.3 Political Models

These models are based upon the premise that gwitius an organisation have two

types of interest, professional and personal. D@timaking is a process of negotiation
and bargaining. Conflict is considered to be a rarelement within the organisation and
management’s role is to control the political beébaw within the organisation. The goals
of the organisation are contestable and often ancleterest groups represent individuals’
welfare; group activity becomes a focal point & thstitution rather than the organisation
as a whole. Power is extremely important in theselels. Power of the individuals in the
organisation and their ability to mobilize resowad power to support their own interests
determines the process of decision-making. Thec#ésson between power, conflict and

interests is the basis of these models (Bush 1E®%).

2.1.4.4 Subjective Models

These models focus on the beliefs and perceptibtiseandividual. Much importance is

given to the meanings that individuals place onnevend situations. Meanings are a
creation of the individual's background, values aperience. Structure is seen as a
product of human interaction. They are not fixattéad they are constantly in a state of

flux Attention is given to processes and behaviolinere is a renunciation of a

11



predetermination of organisational goals. The psepof the organisation becomes
whatever the individuals of the organisation needd so that something may be achieved
(Bush 1995: 93-7).

2.1.4.5 Ambiguity Models

These models apply to organisations where thereurisertainty and instability.
Participation is fluid and decision-making transpiin both formal and informal settings.
Decisions are often unplanned as it is assumedabagiroblems emerge solutions are
formulated and appropriate action taken. Decesatiin is valued as decisions are
devolved to groups within the organisation, witlvalged power these groups or sub-units
can adapt rapidly to a changing environment. Irsehmodels, there is often a lack of
clearly defined goals, and so goals often lack isterscy and are not transparent. The
outcomes of an organisation are not necessarilarapp therefore, processes are based
around the needs of the client. Fragmentation égrdral feature of these models. The
organisation is divided into groups based on shaeafgks and goals; connections between
these groups are scarce. The concept of an organsia structure is considered
problematic and so ambiguity reigns. In a schotiirgethe influence of the environment
relies on parent and student participation. Theergxtof the participation in the
organisation’s community is changeable due to thieify of the members’ participation
(Bush 1995: 111-116).

2.1.4.6 Cultural Models

The central tenet of these models is the emphasisformal, rather than formal elements
of the organisation. The individual's values, bisliand perceptions are consolidated into
the organisations shared meanings. These meaairg®inforced through symbols and
rituals. The values and beliefs of the membemheforganisation underlie the behaviours

and norms of the organisation. This takes precedewer the formal structures of the
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organisation. These behaviours give rise to shanednings. Those individuals who
exemplify the values and beliefs of the organisabecome the heroines and heroes of the
institution. A leader who is aware of leading thghiexample, and creating a culture based
on her own values, can give rise to the heroingeoo (Bush 1995: 130-7).

2.1.4.7 Models and Leadership

More recently Bush (2003) has elaborated his mdolelscorporating leadership theory.
He discusses the notion of managerial leadershiptarclose proximity to formal models.
This type of leadership is characterised by a fanudeaders’ tasks and functions. Bush
(2003: 55) refers to Caldwell’'s list of managetigbe functions of a school leader which
includes: supervision; behaviour controls; goaltisgt needs identification; priority
setting; planning; budgeting; implementing and eatihg. The focus here is on managing

not vision.

A leadership model that Bush associates with cialligég is participative leadership. This
model emphasises group decision making processegioganni (in Bush 2003: 78) is a
proponent of this body of theory which is foundenl the principle that if people are
involved in making decision then they are morelliki® accept the decisions; which in
turn eases the burden of the leader as the leaplerst its decisions are shared amongst

the members of the staff.

Interpersonal leadership is another type of ledderBush links to his collegial model.
Interpersonal leadership is based on individudkfipersonal intelligence’ behaviours and
skills. This model places value on personal andrpgrsonal skills. With these skills
leaders in a school are able to develop positivilalmorative relationships with
stakeholders which is likely to result in a collgapproach to the schools management
(Bush 2003: 79).
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Bush (2003: 76-7) goes on to connect his collegiadiel of management to transformative
leadership. Bush refers to Leithwood’s concepsadilbn of transformative leadership that

includes:

* building school vision;

» establishing school goals;

» providing intellectual stimulation;

» offering individualised support;

* modelling best practices and important organisatiealues;
» demonstrating high performance expectations;

» creating a productive school culture;

» developing structure to foster participation in@ahdecisions.

This model assumes that leaders and staff haveahatues; but when a leader uses this
model to exert her/his own values and beliefs titdrecomes a political, not collegial
process (Bush 2003: 78).

2.1.3 Beyond Transformative Leadership

Bush (2003) notes that while transformative leduprés a comprehensive approach to
school leadership, there are two major criticisinis. ¢-irstly, it provides a setting whereby

a leader has control over staff and hence it rhagisk of appearing more attractive to the
leader than the led (Bush 2003: 77). Secondly #& te ability to become “despotic”

(Allix, as cited in Bush 2003: 77) due to the herand charismatic characteristics that
transformative leaders are encouraged to displaghBexpresses his concerns about the
power of the leader in this type of leadership #malthreat that it places on democratic

organisations.

Despite its popularity in the literature Bush (2D@dses concerns about how effective and

applicable it can be in the current British schaimate. He acknowledges that
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transformative leadership can be very effective pmderful when all the stakeholders buy
into the organisations’ objectives, but he warneuttihe dangers of it being used as a

‘cloak’ for imposing the leaders values and bel{@ash 2003: 78).

In more recent literature there has been a mowgotbeyond transformational leadership
towards a type of leadership that invokes morald athics, including social justice,
fairness, and equity. Bhindi and Duignan (1997%uks the need for this shift:

The emphasis was on goal achievement rather tharsesving the
customer; on productivity rather than on marketdseand quality; on
outcomes rather than on ethical and moral respilibsitbon dependency
rather than mutuality; on predictability rathernhezontinuous change and
improvement; on gamesmanship rather on leadershifgeaticity (Bhindi
& Duignan 1997: 117).

They argue that the complexity of organisationsehlarought with them challenges which
have lead to a more critical scrutiny of leadersipparticular “a re-examination of the
concepts of power and authority and how they aeraised and legitimised” (Bhindi &
Duignan 1997: 118). This has created a paradigfit ishthe way in which we see our
work, relationships and leadership. They arguetdhentic leadership; a leadership that is
based upon authenticity, intentionality, spiritbaliand sensibility. The belief that
leadership in organisations needs to legitimate reinforce visionary activity that draws
upon peoples intellect, hearts, minds and soulb, astrength and energy being borne out

of deep and meaningful relationships.

In similar vein, Russell (2000) identifies and disses the role of both personal and
organisational values in leadership. He argues\thktes have a significant impact and
influence on leadership and organisational decisiaking. He notes that the values that
leaders have and demonstrate infuse into an org@msand goes as far to say “values
serve as the foundational essence of leadershipgg@tl 2001: 78). He discusses how the
concept of servant leadership values equality #ivks for the betterment of all members
of the organisation. This notion of leadership é&sdd on strong personal values such as

honesty and integrity.
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This idea of value-centred leadership is taken ep gtrther by Shields (2004) who
advocates an educational leadership that is “firgigunded in a moral and purposeful
approach to leadership” (Shields 2004: 109). Shaex that leadership needs to be based
on strong relationships and moral dialogue. She fiother by arguing that there has been
a pathology of silence about inequities betweemietlgroups and social classes, and
provides social criteria that leaders can use éater a true transformative and dialogic
leadership, that it leadership is rooted in morad @thical values, and that we need to
embrace difference and ask the questions such he:i8Vbeing included and excluded?
Whose reality is being marginalised? It is pregistlese questions that post-structural

feminism attempts to address.

No one is defined by a single factor or charadierisndeed, individual
and group identities are formed by continuous aywhchic interplays of
social, political, and cultural characteristics i€3ths 2004: 127).

It is not until we grapple with these questions @&wlies of power, control and inequity

that we can move towards meaningful leadership.

2.1.4 Women Leadership and Organisational Theories

An answer to the gender blindness of much leader@hil management theory has been a
mass of research being conducted in the area afegeand leadership and management.
And so a popular area of research in the last detathe area of Education Leadership
and Management has been the position of womenaidelship positions. The obvious
reason for this is the under-representation of wonre educational leadership roles
(McLay & Brown 2002). Much research in the areavoimen and Education Leadership
and Management traditionally reported the abseriosomen in educational leadership
positions and the marginalising of women in thisdi However, with the growing number
of women leaders in the education sector, ther@mnisncreasing amount of literature on
leadership styles and practices of women. Muchhisf tesearch has been influenced by
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liberal feminism that acknowledges and essentiglibe differences between males and
females (Brady & Hammett 1999:47). This is best mat up by Gosetti & Rusch (in
Dunlap & Schmuck 1995: 20):

. what really counts as knowledge for educatingostheaders is
determined by powerful and privileged interestsodéhinterests, despite a
decade of affirmative action laws and civil righpolicies, remain
predominately focused on traditional privileges amddominately white
male perspectives. These perspectives result imonactby school
administrators that frequently overlook real soplaénomena.

Indeed, androcentric, or male-biased, viewpoimstd most educational management and
leadership theories and research. Even thoughnibvs recognised as an important factor
influencing both teachers’ work and students’ l@egn there remains this persistent
assumption in education leadership theory that matefemale experiences are the same,
and that generalising from research on and by miales adequate basis for explaining

experiences for both women and men.

Early studies on women in management often setaastablish women’s similarities to
men in terms of leadership behaviour, motivatiod &me like, to earn them acceptance
against the unquestioned norms of the successfl gmnager. Schein’s (1976) study and
titte — "Think Manager - Think Male" - sums up tverld in which women were meant to

prove themselves.

Much of the gender leadership debate revolves ardeminine and masculine styles of
leadership. Cryss Brunner (1998) researched stestdgr success that women school
leaders in the United States used. She identifieers practices women leaders used that
were unique, as they specifically related to geradeplayed out in their leadership roles.
Burke and Collins’ (2001) research concluded thatlership styles of women accountants
differed from that of their male counterparts. THeidings indicate that women are more
likely to use an interactive style of managemensoemted with transformational

leadership.

17



A report by the Gender Equity Task Team for the &@&pent Education of South Africa in
1997 entitled ‘Gender Equity in Education’ discuss$iee issues surrounding gender and
educational management. A pertinent quote from ftt@port links transformative
participatory styles of leadership to the goal aftdining a critical mass of women in
education management” (Wolpe, Quinian and Martib@27: 201). This idea is based on
the assumption that women education leaders peaatisansformative style of leadership
and reinforces the notion of gender difference #&mtership style. The underlying
discourse of the report is that as we accept anbrama more transformative and
participative styles of leadership it will open the opportunity for more women to lead,
as women lead according to these styles. Or toitwn its head, and read it a different
way, as more women lead, more transformative anticetive styles of leadership
become visible leading to wider acceptance of tlsbges and women leaders. Whatever
way you read the discourse, it links gender toestylf leadership.

Another example of this line of thought is seenrésearch by Shakeshaft (1989) who
devotes a whole chapter of her book to how womehraen approach the job of school
administrator differently. Shakeshaft (1989) disassthe issue of gender differences in the
way women and men school administrators communi&ite finds gender differences in
the type of communication used; choice of grammhstructure and vocabulary; listening
behaviour; the value (or lack of value) placed amguage; facial expressions; amount of
talk time; politeness and stereotypes of male amdafe spoken language between men
and women in leadership and management positiomakéShaft 1989: 179-186). While
this may be useful in illuminating and giving valteedifferences in the way women and
men in leadership positions communicate, it alspg@ates many myths and stereotypes
about men and women leaders. More importantly, fikech of the gender leadership
debate, she dichotomises their behaviour accortbntheir gender, and links it to the
effectiveness of their leadership. Shakeshaft (1888cludes at the end of her chapter:

...as a group, women tend to have a different adinatige style than do
men and that the effectiveness for a female magntkpipon this altered
approach (Shakeshaft 1989: 190).
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As recently as 1997, Shum and Cheng researchedpbhoeptions of women principals’
leadership affected teachers work attitudes. Fiogir guantitative study they found that,
among other things, the sex role orientation of wonprincipals was an outstanding
predictor accounting for teachers’ work attitudBsey go so far as to state:

Since women principals are predetermined femininghkeir gender, such
feminine traits are inherent human qualities, wheclable then to achieve
human leadership. It means women principals maiimgifeminine traits
may be perceived as consistent with their gendeémaey probably receive
higher acceptance from teachers (Shum and Cheng 189).

There has been an attempt to break down this bwiawy of gender and leadership. This
has been done through an analysis of power anddlge women lead. Fennell’'s (1999 &
2002) research in this area has been significanher research on women educational
leaders’ experiences of power, Fennell (1999) dises varying ideas of power and how it
can be used in the context of educational leaderdtiie emergent themes from her study
of four women principals’ experiences with powergrempowerment and what she terms
“positive power” (Fennell 1999: 43-6). The women har study used their positional
power as a means of “power through”, as opposed tmore traditional approach of
“power over” (bid.: 47). She argues that when we examine how womenaé&doal
leaders use their positional power it opens theesgar alternative ways for conceiving

and identifying positional power within the schaohtext.

Another challenge in the area of gender leaderstyifes research has come from Gold
(1996), Hall (1996), and Epstein (1991) who alluerdt is unhelpful to look at feminine
and masculine leadership styles. The issue ofrdiffee/sameness is relevant here. The
polarisation of ‘male’ and ‘female’ has legitimiseg@ploring the feminine and encouraged
a significant phase of articulating and valuingreleteristics and possibilities - such as co-
operation and intuition — which were not previoustyavailable in dominant formulations

of management and organization.
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This question - of whether men and women are retidfgrent - will not be resolved until
fundamental conceptions of management move beydmir tfoundations in male
experience and sex role stereotypes. If ‘male asinpersists (or white as norm) however
covertly, comparisons between groups, and the tiflames of difference/similarity, will

have an inevitable attraction. Differences onceriid are interpreted through values.

Pounder and Coleman (2002) researched women inatducleadership roles, and

concluded stereotyping pervades arguments for gathst the leadership capabilities of
women and men. They argue that those researchergevtiend that women leaders have
greater competencies in transformational styldeadership than men are just as guilty of
stereotyping as those who assume effective leaigershides with male characteristics.
Their findings indicate factors that affect leadidpsstyle and effectiveness including

national culture, socialisation of the workplace aociety, nature of the organisation, and

organisational demographics (Pounder and Colem@8: 229). They state:

The true value of the gender-leadership debatedidéis ability to reveal
such factors rather than to reinforce gender stgpes (Pounder and
Coleman 2002: 129).

In a debate published in thdarvard Business RevieRosener \(Vays men and women
lead 1991) discusses assumptions about women leadepsiviate sector management
roles. Rosener argues there is such a conceppraatice as “feminine leadership”. A
rigorous and critical comment from Sonnenfeldid.: 1991 accuses Rosener of sex

typing, which:

not only denies the legitimacy of women to diffarterms of style from
one another but also presents an offensive andunate profile of male
leadership styles (1990:160).

This justifies the need to move beyond gender-difiee research when investigating
women in educational leadership. Gosetti and R@scBunlap & Schmuck, Eds.) wonder
if:
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This is indeed the dawning of a golden age of oty for women, or if
the rise of transformational leadership is, instesd act of appropriation
by the dominant leadership culture? ... If we useléims of feminism and
take the position of the outsider looking in, we s¢kat the literature on
transformational leadership is still written printyby men, for men. As
leadership characteristics are described througlctéimcepts and terms of
this still predominately male discourse, they beeogenderless and are
merged into a universal and privileged perspedtiat, once again, renders
women and marginalized people invisible (GosettR&sch in Dunlap &
Schmuck, 19995 : 22-3).

One way to investigate and challenge the margied/igender and its relationship with
femininity and masculinity and its place within edtional leadership is through
discourse. Discourse when bound in a post-struchaedigm can liberate the way we

guestion ourselves and others’ behaviour and |laggyaa gendered beings.

2.2 Post-structuralism

2.2.1 Introduction

Post-structuralism is based on the tenet of chgilhgn and questioning the basis of
structuralism. There is no unified self-identitysiead there are multiple subject positions
and the continuous movement between order and ddiso”A characteristic of post-
structuralism is the end of large conceptions oregalisations. This raises questions about
what constitutes boundaries of current knowledge la#lps us understand how we may
begin to construct what we think we know (Yeatm801). A post-structural analysis can
intervene in practices and interrupt assumed amplestioned discourses of power. The
central idea of the post-structuralist perspectsvés rejection of ‘meta-narratives’. The
fundamental belief is that knowledge is linked twer and is local, partial, discontinuous
and in a constant state of flux (Connole 1993).

In the context of this research it is the metaatare of women leadership theory that is

being challenged and re-routed. It is a challengeintersect where leadership and
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management theory meet feminism and linguisticsst-Bwucturalism is used as a
paradigm from which assumptions from these thremesines contradictory bodies of

theory are used to analyse and discuss the reseatiach

2.2.2 Post-structuralism and Organisations

To talk about post-structuralism and organisatiartte education setting one must look at
work in the area of organisational theory by Gresdfin the 1970s and 1980s. Greenfield
challenged the way we looked at organisations,iaggtinat up until that time theories that
sought to explain organisations and the behaviaittsin them were overly simplistic in
how they dealt with the reality of organisationddaso blinded us to their complexity
(Greenfield in Bush 1995: 94). Greenfield is clgsassociated with Bush's (1995)
subjective models whereby organisations are mad# dgferent meanings of individuals
based on their background, values and experiefnteserything is value ridden with
competing interpretations of events and actionsamgations are therefore filled with

competing ideologies (Greenfield in Bush 1995).

Greenfield (in Bush 1995: 93-4) argues that orgditsal structure is not fixed or stable;
instead it is a result of what people do and swaitnot be imposed on an organisation.
Organisational structure is then simply a desaip®f jobs and relationships. If people
change their behaviour then the organisation igestibto change and so it is in a constant
state of flux and movement. If the individual is the heart of the organisation and
individuals alter or modify their opinions to fit@articular situation then there can be no
stability. Everything becomes contestable as ngthinfixed; instead all is open to a

constant flux of movement and change.

Under these conditions leadership can be a powéafae as much credence is given to
individuals, including leaders, who can then attetopinfluence and impose their beliefs
and goals upon the others. This creates a situatimre leadership can become a source
of power to compliance (Bush 1995). However, thstable nature of the organisation

ultimately creates a space for the leadership tthialenged and contested.
22



Post-structuralism entered organisational theona agay of addressing the concerns of
people who have traditionally been marginalised omganizations. If the modernist

metaphor is a machine driven by a person, the gtosttural metaphor is a runaway train
(Parker 1992: 3). Obviously this fundamental défeze has significant implications for

how we understand organisations. Rather than liaangutcome of human rationality, the
organization tries to produce rationality (CoopeBé&rrell 1988). It has been argued that,
at least in organisation analysis, the post-stratapproach of:

...showing the limits of human rationality... det&ing the role of rational
purpose are particularly valuable, although theg aot really new
(Tsoukas 1992: 647).

Tsoukas (1992) goes on to explain that this typavadk was done by Mintzberg in the
1960s. Harvey (1989) asks whether post-structunalis anything more than a fad
restricted to hi-culture and having little or nopatt on the day to day life of the masses,

while Rajchman suggests that post-structuralisrarthis:

the Toyota of thought: produced and assembledvarakdifferent places
and then sold everywhere (Rajchman in Parker 199p:

The post-structural view of multiple subject pasitt and the continuous movement
between order and disorder has been applied tangds®n the nature of organizations.
Boucher (1999) argues the need to change appro&ehesy we view organizations and
guotes from Cooper and Burrell (1988) that a ptsistural Foucauldian analysis of

organisations would:

... focus on the multiplicity of factors involved describing organization
life and events. It would emphasize the complexitgntingency and
fragility of organization forms as transitory magsfations of relationships
of dominance, subordination and as mere embodinenén underlying

relationship of forces (Cooper and Burrell 1988123
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It can be argued that organisations are irrationbbotic and unreasonable and that
modernism explains how organisaticstsould be post-structuralism is the experience of
how theyare (Parker 1992: 11). Modernism is evident in the efseeason in organisation
theory. An example of this is the metaphor of ttechine used in organisation studies and
the principles of scientific management as propdsedaylor (Hoy and Miskel 1996) in
the early twentieth century. The influence of roti@sm is reflected in the impact of the
human relations movement, and in various motivatloeories that adopt an individual
approach and focus on such issues as self-actimtisdf the modern approach to
organisations depicts them as rational, intentiarad systematic, the post-structuralist

approach is exactly the opposite (Parker 1992:12).

Building on the work of Foucault, post-structurtdiplace subjects at the beginning of the
organising process. Therefore, organizations doerist, but are created in the minds of
people as a defense against the uncertainty outtk@own (Cooper & Burrell 1988;
Foucault 1973).

Organizations do not first pre-exist and then @etteir relationships: they occur in
existential gaps which lie beyond knowledgeabledlisse. Organized rationality, far from
originating in beau-ideals and consummate logiceftifiency, is founded on sleight of
hand, vicious agonism amadidenda origqshameful origins). This is the revisionary lesson

that post-modernism brings to organization analf@Gmoper & Burrell 1988: 108).

This represents a fundamental conceptual shifhénway we think about organisations.
The basic challenge post-structuralism offers ganisation theorists is its rejection of any
notion of rationality or reason in organisationbu$ it destroys the hope of discovering or
creating a knowable order in organisations. Orgdius theory is founded on the
assumption that organisations have rational goadsaat to attain them (Cooper & Burrell
1988: 103). If, as Foucault (1973) suggests, dniy from the site of the human body that
the power of resistance (to the status quo) careleased, then we need to rethink the
ways we approach organisation change, becaushaaife is a form of resistance (Harvey
1989).
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This points to the challenge of looking at orgatimas in different ways. This study does
this by examining discourse in order to identifgalirsive space. Foucault (in Weedon
1987) addresses the issue of discourse and powkiloaks historically at discursive
relations and social practices. This is an attetopinderstand the relationships between
language, institutions, subjectivity and power. ¢dire discursive field is important, as it is
made up of competing ways of giving meaning towloeld and of organising institutions,
organisations, and processes. By analysing thetdsfone can then uncover the power
systems and knowledge at play, and the effecthhis on the continuation of existing

power relations (Weedon 1987).

Discourses can be found in written, oral and phatdierms as well as the social practices
of our everyday lives. They exist in the cultureoajanisations. Powerful discourses in our
society have strong institutional bases, includedycation and work. Boucher (1999)
argues that the beginnings and development of agional theory has been set in a
structuralist framework, which views organisati@ssrational, intentional, systematic and
reassuring in their existence (Boucher 1999:. 6)e $Jjves on to argue that post
structuralism, in the study of organisations, adses the disquiet of people who have been

previously marginalized, such as women.

2.2.3 Post-structuralism and Leadership

There is little literature in the area of post stamalism and educational leadership. This is
not surprising as leadership and post-structuratiemmot fit comfortably together. Bush
(2003: 127) acknowledges this lack of literaturestating that to date there is no definition
beyond loosely categorised features of post strakctihought and how they might be
relevant to leadership in an educational settitigs this very lack of literature that can be
liberating as it gives space for new ways of viegwivomen and leadership in education:

The post-modern model offers few clues to how leadee expected to
operate... the most useful point to emerge from sachlysis is that
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leaders should respect and give attention to, thersk and individual
perspectives of stakeholders. They should avoithrredé on hierarchy
because this concept has little meaning in suchuid brganisation ....
Instead of a compelling vision articulated by leadehere are multiple
visions and diverse cultural meanings (Bush 20@8).1

Bush (2003: 128) does refer to Greenfield's earbyknby drawing close links between
Greenfield’s work on subjective models and post-erom. It needs to be noted here that
post-structuralism in the context of this study&ng used as a theoretical underpinning:
its purpose is not to make direct connections betwieself and leadership because this
would deny the very unstable and contradictory meatf post-structural thought. Post-
structuralism cannot be bound by a model or a systé thought that requires the

categorising of variables in order to pin down aplanation for behaviours and actions.

2.2.4 Post-structuralism and Women

The debate surrounding the use of post-structbediry to investigate power relations and
gender in the field of educational leadership igityeing to open up. Fennel (2002)
investigated women principals’ lived experiencegshwpower. This phenomenological
study of six principals revealed how the researahtig@pants’ sense of power closely
resembled post-structural views and perspectivebjlewstructuralist theories of
organisation and power were the foundations of/érg organisations they worked in. The
participants placed an emphasis on language, amtagnition of power relations and
subject positions throughout their organisationseyl used these power relations in a
positive way to fulfil the goals and missions okthkchools (Fennel 2002: 95). She
advocates the need for further studies in the afepower and gender and school
leadership, and argues post-structural theory gesvia platform from which one can
investigate the role of gender in understanding growelations, in the context of

educational leadership (Fennel 2002: 115).

Brady and Hammett (1999) argue that feminist ptsictural theory provides a space for

multiple positions for women school leaders andaksedown the binaries that have so
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often defined feminist thought such as the oppwsii of female/male,
feminine/masculine and liberal/radical. Post-suait feminism not only allows for
multiple positions but denies the notion that alsiions are equal, or should strive to be.
A critical feminist position questions forms of hatity that seek acceptance, conformity

and obedience.

A feminist post-modern perspective challenges #semtialist notion of describing gender
differences, such as the 'natural' female expegievitich is often posited as oppositional
to the masculine experience. It questions how tihglgge of power is implicated in the

construction of knowledge, values, desires, soara professional relations (Brady &
Hammett 1999: 49). Feminist post-modern theory résgbat while women have some
commonalities there are also many differencesgtii®eno one voice: instead a multitude

of voices from which we all speak. These voiceshmcontradictory and ambiguous.

While much research on women school leaders artaseminine styles of leadership
are more appropriate in a post-modern world, treemglization of difference which
much of the research is based on does not fit adatfly with the basic tenets of post-
modern feminist research of multiple positionsfeténce, gaps, cracks and marginality.
This calls for alternatives to dominant educatiaeslearch and practice need to challenge

the short-sightedness of such research.

2.2.5 Post-structuralism, Power and Gender

Post-modern readings of leadership and organisatiggest that new understandings of
concepts of power must be developed. No longerpoaver be understood as something
that is possessed as a result of personality oitigrgssomething that is stable and
continuous. New voices must be listened to inclgdimre minority voices of those whose
experience of organisations has traditionally bslemced (Grosz 1990).

Issues of power are at the heart of much gendearels and theorizing, both as content

and politics. Power appears in its many forms. dtyrbe about status, authority, position
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and access to decision-making. Power also appsaassociated with the right to name,
define and value (Waring 1988: 88). Working withesk power-associated themes
significantly challenges academics and managenmagationers. Intended organisational
change may well, for example, be undermined becaigbts to define the world and
sanction deviance are retained by previous powdesel reinforcing underlying

assumptions and dominance relationships

People who have power to define meanings and tergentheory are often quite happy
not to complicate their lives by seeking to takedgr into account is a persistent dilemma
in the field, and in organizational life generalhgt knowing whether there is sympathy,
indifference or antipathy. So it is little wondenat issues of voice, language, and
communication and power figure significantly in denrelated thought.

Power relations cannot always be understood irradisand rigid hierarchies or dualisms.
Jones and Guy (1992) have argued that one can tmderstand power by looking at its
operation in specific contexts. Power is a variakiihin the experience of the individual
as well as between individuals. Women are subjecpdsitions within definitions of
gender. There are ranges of subject positions wivimmen (within the “individual’ and
within a ‘group’ of women) may engage (Jones ang G&892: 310). Biological sexual
difference is a particularly intense site of distue struggle in which our subjectivity is
constituted for us in language and social practigkieh form and discipline our bodies,
minds and emotions (Weedon1987: 126).

Subijectivity is regulated by the individual. Weedd®87) argues that subjectivity works
most efficiently for the established hierarchy awer relations in a society where the
subject position is fully identified by the individl with her interests. Here the hierarchy
can be any organisational practice or norm. She goeo state that:

... Where there is a space between the positioneoktibject offered by a
discourse and individual interest, a resistancéh&d subject position is
produced (Weedon1987:113).
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This is part of a wider social play for power.

Post-structuralism is often criticised in that éniks the validity of the woman experience
that forms the basis of much radical and liberalifést theory. What it does offer though
as argued by Weedon (1987: 125) is a contextuaizaif experience and an analysis of
its constitution and ideological power; as the sabjn post-structural theory is socially
constructed in discursive practices, she is a thgkfeeling subject and social agent
capable of resistance produced through the termioinconflict of holding contradictory

and multiple subject positions and practices. Shabie to reflect upon her positions and
practices and be a choosing agent from the chaicaable (bid.: 125). There are many

roles and options available to women, while beannmind the power of the assumptions

and power of institutional knowledge, practices andns.

2.2.6 Post-structuralism and Language

2.2.6.1 Language

An assumption that post-structuralists challengéhés relationship between reality and

language. Words do not represent reality; instesdity evades language, as language
cannot be restricted by reality. The discursiveicttire of subjectivity can be integrated

into a theory of language and social power, whitteras to the institutional effects of

discourse. The discourse can shed light on intezoatradictions in seemingly perfectly

logical systems of thought (Tong 1989: 218).

...where feminist discourses lack the social poweaetdize their versions
of knowledge in institutional practices, they cdfenthe discursive space
from which the individual can resist dominant subjgosition. The

possibility of resistance is an effect of the pssms whereby particular
discourses become instruments and effects of powethe degree to
which marginal discourses can increase their s@ualer is governed by
the wider context of social interest and power imitiwhich challenges to
the dominant are made (Weedon 1987: 111).
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Kristeva (in Tong 1989) challenges the basis of ifémty and masculinity through

language. She argues that language has two montiestsymbolic, which is the capacity
of language to represent and define, to be litemalj the semiotic, which are those
elements of language that slip and move in ambeguit~or the most part language is
repressed in Western culture in the symbolic, ratiio legalistic discourses of rule.

Kristeva (bid.) links the semiotic to femininity, and masculinity symbolic language.

Femininity and the semiotic have marginality in eoam. The feminine is marginal under
patriarchy and the semiotic marginal to languagghBeminine and masculine aspects of
language are open to individuals, irrespectiveiolblgical sex. This is an attempt to break
the biological bias of gender. Thus, strengtherthng semiotic leads to a weakening of
traditional gender positions (Tong 1989: 230-1)e@vay of strengthening the semiotic is

to validate the marginality of the discourse arelghoducing subject's position.

Kristeva's (in Tong 1989) notion of the subjectuastable, in process and constituted in
language, is an important concept as it providésraework for an understanding of the
contradictory nature of individuals, and their gaacross a wide range of subject
positions. Being able to acknowledge the semiatid symbolic is important as it allows

for the continuous flux between order and disorder.

There are no words, only a myriad of voices, whieh be interpreted in any number of

ways. This is a celebration of multiple positioée can be many. The break in the binary
structures which enables a break in silence, thr@pgech or written word, can be seen in
the carnivalesque structure Kristeva (1982) usd3dsire and LanguageKristeva writes

in joyous, celebratory, and carnivalesque metapiine uses the carnival as a metaphor
for transgression, the act of disguising oneself,ekample in mask, and one can assume
multiple positions.

2.2.6.2 Discourse

This study recognises language as being the primagyce from which discourse is
realised, and if discourse is the means by whicttaveexplain, interpret and describe the
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power within and throughout an organisation, thes can use language as a means of
evaluating whether leadership is a means by ofgtegting, informing and/or resisting the

desired organisational behaviour and practices.

Discourse can reflect the reality of difference aodhplexity, and stress the centrality of
gender in our lives. It is therefore critical teetfre)construction of knowledge in that it

values difference in its very definition when pldde the post-structural feminist realm.

The interpretation of discourse forces us to thamlout the division between objectivity

and subjectivity. Inherent in this idea is a pesitvalidation of the subjective. However, a
discourse cannot mealy be regarded as subjectveyths are revealed from real positions
in the world, through lived experience in sociall gorofessional relationships, and the
context, with its values, norms and practices,aurding them. The act of producing a
discourse can be a political and rebellious aacbpgosition towards the power structure,
and hence a form of resistance. The discourse tiream leader chooses is a result of
professional, social and political relations withitnich she lives and acts within a given

moment.

2.2.6.3 Meaning

If post-structuralism has the goal of dismantlingugturalism, post-colonialism is
concerned with the dismantling of the colonial disse. The crucial link between these
two bodies of thought is deconstruction. Ashcrdf®95) writes from a post-colonial
standpoint. He deconstructs the idea of objectieanings in the writing process and
argues that meaning is a social fact that emerggénvihe written discourse of a culture
which, in turn, leads to social facts and strucu#shcroft 1995: 298). He discusses how
the meaning of a word is meant by the person whioutates it, but it is also taken to
mean something by the person who is listening taeading it. Therefore there are three
relevant functions: the language; the speaker d@emyrand the listener or reader. This
competition creates a contest of the ownershiptofmeaning. All three functions are
players in the social situation of the text, ateth players creates meaning (Ashcroft 1995:
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298). Furthermore, the distance created by theoawthd the reader/listener undermines
the privilege of both the subject and the object] apens up meaning to a relational
dialectic, which liberates the text (Ashcroft 19999).

This raises the issue of ownership of the meaninibeotext. If all language is marginal, as
argued by Kristeva, it cannot be constrained bynguistic structure or code, as it is
constantly changing and extremely complex. Theeplakere language and meaning meet
is what Face (in Ashcroft 1995: 300) terms the wlisiwe site, and it is here that the
importance of how language is used must be facstcrisft (1995) argues that meaning
cannot be taken for granted as a single word camodstrate the cultural placing of the
particular word. Therefore language cannot reftecattempt to describe the world in any

one particular way.

The central feature of the ways in which words miamgs in spoken or written discourse
is the situation of the word. The ranges of ‘nuarace connotation’ which are sometimes
held to be the key to the incommunicability of awl experience are simply functions of
that situation. This is particularly important fits dismantling of the claims that a
particular language has an essential and exclusagacity to convey cultural truth

(Ashcroft 1995: 300). Understanding then becomésaation of the word in the message
event” (bid.:302). This is the time when the reader/listener ariter/speaker collide to

produce meaning.

Ashcroft (1995) goes on to raise the question aldubse responsibility it is to then
employ methods which more accurately situate thedweo phrase for the reader. Is it the
responsibility of the author? He proposes that-pokinial writing attempts to bridge the
often wide gap between the author and the readeheaseading of this kind of text
requires continual contextualisation and adjustment this is precisely linked to the

constitutive relations within the discursive field:

It is the situation of discourse then, rather tfanlinguistic system in the
speaker’s mind, in which the ‘obligatory terms’lafguage are structured.
The meaning and the nature of perceived realitynatedetermined within
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the minds of the users, nor even within languaggfjtbut within the use,
within the multiplicity of relationships which opge in the system
(Ashcroft 1995:301).

What an author (written or spoken) has in mind lay wf his/her intended meaning is only
retrospectively available. This is a direct chajlerto the idea that we assume to hold a
linguistic system in our mind. This system thencategories of language, describes the

world. Therefore:

... language is co-extensive with social reality, m@icause it causes
perception of the world, but because it is inextoie from that perception .
Language exists, therefore, neither before therfactafter the fact bun
the fact(Ashcroft 1995: 301).

People use language intentionally and unintentiprtal construct meaning, accounts of
events and to challenge or maintain power relatlmetgveen individuals and organisation
norms. Thus, there is always a state of tensiomtier conscious or unconscious, within
words, their construction, and their meaning (bthauand listener/reader). This raises the
issue of variability. Language varies dependingtsriunction and purpose. This leads us

to question the concept of claims to truth of laamgrispoken or read/heard.

2.2.6.4 Subjectivity and Truth

When communicating one can lie, forget, exaggera¢éepome confused and get things
wrong. Yet in a way you are revealing truths. Theséhs do no reveal the actuality of
things, aspiring to a standard of objectivity. &zt they give us truths of our experiences/
unlike the reassuring truth of the objective idehk truth of communication is neither
open to proof nor self-evident. We come to undedstaghem through our own
interpretation, paying careful attention to the teats that shape their creation and to the
worldview that informs them. Sometimes the truthsee in a discourse can shift us from
our security as interpreters “outside” the tartl make us aware that our own place in the

world plays a part in the interpretation and shahesneaning we derive from them.
33



Academic disciplines have, through evaluating sddrels of truth - the kinds that
conform to the established criteria of validity owathers - set benchmark criteria of
verifiability, reliability, facticity all of whichcharacterise the criteria of validity.

Examining discourse requires the exploration ofdimeensions of plural truths, truths of
experience, history (herstory?), and perceptiorschvallows for multiple truths of text.

Text does not always “speak for itself’ nor doeprnbvide direct access to other times,
places, or cultures. Text does not always spedk eldrity or precision, or even sincerity.
The interpretation of a discourse may often erdadareful juxtaposition of alternative
truths and calls for a revision of not merely ttmtent of our knowledge, but the very
criteria that guide our search for truths. It isreneone can turn to post-structural
assumptions about language to help understanddgegas a site of the social and political
construction of text and the social world whichcdntradicts, contests and in which it

creates paradoxes.

The discourse of a leader may serve the functidagifimising her power base, as well as
provide insights in the area of management strasegind styles. The truths in a woman’s
voice cannot necessarily be regarded as merelgaiNg, as truths are revealed from real
positions in the world, through lived experienaesdcial and professional relationships. It
may also reveal a range of experiences and expaavithin which she lives, plays and
works, and provide a perspective from which torimtet her way of moving through, and
working in the webs of relationships and structundgch make up her world. Critical
awareness and understanding of these issues imlctacthe manner in which data is
explained, described and interpreted, and the wayhich the results are presented in this

study.
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Chapter 3: Methodology

This chapter outlines the methodology of the regdearhis includes the paradigm and
method. Feminist and post-structural thought disedsin the last chapter are relevant
here. Both bodies of thought not only underlie mocithe relevant literature but also

provide a framework for the methodology of the ezsb.
3.1 Paradigm

This research is post-structural in its orientaticather (1992) places post-structuralism in
the post-positivist paradigm of deconstruction, #nd is where this research is placed. As
discourse analysis is centrally concerned with poaed the competition for it, it is
inherently a critical methodology (Alvesson and mint in Elliott 1996). A post-
structuralist paradigm differs from a critical ainethat it is not concerned with the goal of
emancipation of the research participants. Instéddcuses on the deconstruction of the
power of the researcher and moves the spotlight dme text, “which can itself be
deconstructed into a multiplicity of meanings” (Qofe 1993: 21).

Post-structural research is concerned with the poivihe text given by the researcher and
the participants, as well as the multiplicity of anengs and voices that comes from them.
The interest is in the contradictions, the slipsd anovement around and through the

subject - in this case the language of a womandadeader.
3.2 Data Collection, Sampling and Interpretation

The sampling approach is purposeful sampling (@Hnff993: 90). One woman was

selected as a research participant. The sampldssg&mall due to the nature of the study,
which requires a focus on the depth of the dis@mpreduced by the woman. The sample
size is not an important factor in discourse anslpgcause the primary purpose of the

research is an examination of the language notp#aple using it. It is the data (the
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language) and the context of its production, whécbrucial. The author becomes merely
one of many contextual factors (Elliott 1996: 6543 the production of generalisations is
contrary to the philosophical underpinnings of gtedy, the need for a larger sample is
redundant.

The participant in this study is the coordinatotta# Primary School curriculum, which is

self developed by the classroom teachers undeguttance of this coordinator. This is a
middle management leadership position in the hibsaof a private, independent, co-

educational Years KG — 13 school in Namibia. Ottemponsibilities of the coordinator

include leading internal professional developmentkshops for the teachers under her
auspice and the human, physical and financial ressuallocation in the primary sector of
the school.

The data collected for this research is writtert téxa public document. The discourse is
from an official school document written by the ti@pant. It is a weekly newsletter. The
purpose of the newsletter is to provide a regulanoel of communication from the
coordinator to the teachers in the primary schéfter reviewing a full year's worth of
documents, this particular text was selected fasoa of typicality. The text is typical in

its structure, tone, length, content topics, forrd function.

Permission was sought and obtained from the ppaintito use the text in this study. The
purpose of the research is not the betterment efptrticipant or groups the participant
belongs to; instead it is the extension of bouredasurrounding the use of CDA as a way
of analysing how women leaders’ voices are heardletstood and interpreted. It is
important that methods, such as CDA, become modelwiavailable to audiences and

accepted as a valid means to extend the interseafifeminist and leadership theories.
Working with discourse raiseguestions about authorship: Whose story is to d?to

Whose voice is to be heard? This raises the ispewer and authority involved in the

production and ultimate use of discourse texts.
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Much feminist scholarship such as Weedon (1987)ynded (1994) and Jones (1992) has
pointed to the distortions that result from an objee stance to research, and insists that
the perspective of the researcher, in terms of gendass, culture and disciplinary
orientation, be taken into account and acknowleddHtus the recognition and an
assessment of the impact on the work of the relseescown perspective and the quality of
the relationship of the interpreter with the autlebrthe discourse needs to be critically
examined when using discourses (Jones, 1992). Hmwel is not always easy or
realistically possible to reduce the power dynathat is likely to be present in the
research process, and it is unlikely that it caerde eradicated completely. It is far too
easy to deny the researcher has the knowledge lditgl im order to minimise the
differences between interpreter and author of theodirse. According to Maynard (1994)
the researcher and the participant are positionéférehtly in relation to both the
production of knowledge and the kinds and range kabwledge they possess.
Interpretation therefore becomes a crucial parthefprocess. Reaching conclusions is a
social process that can be a political, contestedusmstable activity. She goes on to argue
that there is no one technique of analysis thatamrees this (Maynard 1994: 7). Instead
the researcher should explain her decision makimg,process of interpretation and the
rationale upon which these acts have been mades ifiliblves acknowledging the

contradictions, silences, and absences in the data.

Some of the glib ways in which 'empowerment’ isduisediscussions of feminist research
with women can be a concern. They can represeatragance of viewpoint or a failure to
think through what power in the particular situatimay consist of. Simplistic notions of
participation and empowerment may mask power aaddébponsibility of the researcher;
for example, what one does when the researcheemiretations and understandings of the
data is not shared with the participant becausepitesents a challenge or threat to the
participants’ perceptions and choices. Reliancesiomplistic models of empowerment
disguises and denies these complexities. The acmdl the appropriate relationship
between the researcher and the text raises questlwut power and privilege which can
be an extremely complex relationship. Yet the caxipy need not be limiting or
paralysing. What is analysed may not be a singleeydntending a continuing dialogue
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about possibilities. This entails acknowledging tt@mplexity and contribution, which
may be beyond the interpreter's experience, aragnésing the possibility of silences and

absences in the data.

Interpretation is structured at least in part bwhbe data enters into the research process.
As an interpreter | need to be continually award@f problematic interpretation is and
will remain. Experience remains one essential afmfinative source of validity, which is
open to reflective interpretation. The positioatthwish to take is as such: to claim that
there is some level of reality, which can be acegdhrough the text, but there is no
precise solution as to how exactly this can be dorterpretation then becomes revealed
as the key methodological step in the processtefgting to link data and experiences,
thoughts, opinions and values. This roots the datéved experiences, which is key in
feminist theory. A number of factors interact inpuedictable ways in any process of
interpretation: feminist theory and political vadyéeadership and management theory; the
standpoint and subjectivity of myself; the eventtloé analysis and the way in which |

formulate an account of that occasion.

The interpreter is often actively involved in tHeaping of the data; when this is explicitly
acknowledged, the nature of the relationship betwewself and the data affects the
interpretation. This relationship reflects the induality of both data and myself, which
have their own agendas. Glucksmann (1994: 150-dgegr that the reflexivity process
must be to include an appreciation of the limitsadfat can be achieved, and a realistic
appraisal of this of the limits of the researchthieat (1992: 95) discusses the importance of
radical reflection in how language constructs thdtich is being researched. Self-
reflexivity - the explicit consciousness about enshaping of the text - will be employed
throughout the research process. The need to deaegtelf will become crucial in order
to avoid hiding myself within the text of the resgba Haraway (1988) argues that partial
sight and limited voice allow for others to enthe tconversation of the text. Haraway
advocates that the authority of the author breakendhe authority of the text. | am going
to do this according to guidelines provided by 3o(i€992: 31) including: making explicit
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the process of construction of the text; juxtapgsinterpretations/lines of thought; and

decentring myself as narrator, explicitly positiognimyself.

3.3 Validity

3.3.1 Validity, power, feminist research and subjeovity

Validity in case study research can be problemasahe subject is selected for reasons of
typicality. Therefore, external validity becomesanigless and internal validity relies on
a fuzzy cause—and-effect relationship that is pmlieable in this research (Bassey 1999:
75).

The criteria through which | would judge the vatldof this research would be in relation
to fulfilling the aims of the research questionotigh an examination of it. The purpose of
the research is not to objectively measure the hataigh a (supposedly) value-free form
of data collection or analysis. By contrast thereniore of a focus and validation of the
subjective reading of the data and the meaningthasesearcher gain from it. Gelsthorpe
(1990: 93) suggests that feminist research has blearacterised by a concern to record
the subjective interpretation of data in doing aesk. Stanley and Wise (1993) argue that
the researcher is also the subject in her researdhthat her/story is part of the process
though which understandings and findings are raghch€his is done via the multiple
positions that the researcher brings to the stiiti positions are subjective and in a
constant state of flux and movement. Some of tistipas | bring to this study include:

* my gender;

* my professional relationship with the participastsacolleague;

e my role as researcher;

* my academic background in the area of educationaomden;

* my post-structural view of the world
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A discourse analysis provides a route though wttiehinter-subjectivity of the researched
and research can be incorporated and developedepficg a definition of feminist
research involves recognising that the knowledge ih created and the process of its
creation will and should always be contested aggfins from theoretical assumptions and
has intended practical applications about whichiethig often little consensus. This then
raises the questions of what is valid feminist klezlge. There seem to be two kinds of
arguments: firstly, the concern of the role of aigrece in feminist research and secondly
the process of interpretation.

Feminist research has generally been regardediag geunded in women’s experience.
If our concern is to understand womens’ lives, therch feminist research rightly focuses
on creating knowledge about women’s experiencelly Kgurton and Regan (1994) argue
that while initially experience was viewed as atstg point for feminist analysis it has
now become an end in itself. The role of experigncminist research arises when one
tries to establish validity in feminist researcharticularly in how one carries out the
process of interpretation. Holland and Ramazan¢t94) suggest feminist researchers
can only try to explain the grounds for making &iplthe process of decision-making,
which produces the interpretation, and the logienethod and which these decisions are
based has made selective interpretations. Thislemieknowledging the complexity and
contradiction, which may be beyond the interprate&xperience, and in recognising the
possibility of silences and absences in the datet & the reflexivity process of the
feminist researcher must include an appreciatiotheflimits of what can be achieved
given the context of the study. The researcherltaseareness and reflection should
include a realistic appraisal of the limits of thesearch as the locus for an authentic

political activity (Glucksmann 1994).

It is clear that there is no one approach or resepractice specific to feminist research;

instead it embraces a humber of theoretical paositend perspectives. Recurrent themes

do appear throughout the literature. There is ag@n women’s experiences, and concern

for ethical questions, which guide research practand the role of the researcher within

the research. Although these themes may not befisp@cfeminist work, the ways they
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are treated, together with the manner in which t@ycombined, mean that it is possible

to identify the epistemological positions of specfeéminist research practices.

There is a problem however in linking some of thguenents made at an epistemological
level with what happens, or should happen, in teofgesearch practice and the use of
particular research techniques. Much literaturetinaes to polarise approaches and so

reproduce binary oppositions.

Feminist theory underpins this research and witbrim the research in particular ways.
Fonow and Cook (1991: 72-73) have identified fiwasib principles applying to feminist
methodologies. These principles may be summarisddllaws: continuously attending to
the significance of gender as a basic feature lob@dial life, including research; the
centrality of consciousness-raising both as a natlogical tool and in creating a world
view; challenging assumptions of scientific objeityi; identifying particular ethical
concerns surrounding the exploitation of women abjexts of knowledge; and an
emphasis on the empowerment of women and transfinmaf organisations through
research. All of these principles except that nedpto the use of consciousness-raising as a
research tool are applied in this research. Thiacisieved through the use of a post-

structural paradigm, and the use of a woman apdheipant in this study.

By positioning myself here discourse analysis bezpthe basis for a more complex set of
analyses which helps make visible questions whmstitute the boundaries of current
knowledge and help me understand how we may begitonstruct what we think we
know. Feminist post-structural criticism can intme in practice and interrupt discourse,
through looking at text as a construction, nothrufext is read in different ways for
different meanings (Jones 1992). My role as redearis to provide a critical reading of
the text, but that is all it is: my reading of ttext. The text is open to many other ways,
both critical and non-critical, of reading and mmetation. The validity of my

interpretation comes from my reading of the data.
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For all its attractions, post-structuralism as #igere of western thought; or as Lather
(1991:159) puts it “ the code name for the crisisconfidence in western conceptual
systems” including notions of objectivity, authgrittruth and progress, is hugely
unsettling. Its celebration of instability unsedtléraditional ideas of validity. As a
researcher it provokes basic questions of how iroot my authority, and understand the
power of the text being analysed. This argumemtsturitiques of the truth and authority,
which characterise post-structural debates, baclemnist analysis itself. This results in
more complex view of gender and power than is pssusing a radical feminist

framework of patriarchal power or liberal feminfistmework of equality.

In combination post-structuralism and feminism se@ongenerate a tension. Post-
structuralism celebrates diversity but has beemssat of political ambivalence (Mascia-
Lees, Sharpe and Cohen 1989). While much femiaggarch offers politics within which

to frame and give validity to research, post-stitadism simultaneously disturbs that
politics by placing feminism within a new set of améngs — a different discursive

framework — and so destabilising some of its uryitegl concepts so that the construction
of gender becomes the centre of the inquiry (Jd®832). However, what counts as
‘women interests’ is problematic with the lack amhogeneity within this group, while at

the same time this ideal participates in a dis@uwihin which many women’s interests
are submerged. A relevant example of this in resea the plethora of these ideals in

gender, leadership and management literature.

Post-structuralism provides a language for talkaimput power and gender in more
complex and self-reflexive ways. In arguing thaérth are no innocent positions, it
provides a discourse, or set meanings, to reflacthe ways in which power circulates
through the participant’s discourse. It enablegousrite and to turn a critical eye upon
practices. My role as researcher is to see the waygich the participant is engaged in

both contesting and maintaining existing powertiefs (Lather 1991: 89).
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3.3.2 Asking different questions

Lather (1991) Walkerdine (1986) and Davis (1989)uak post-structuralist language in

their research and analysis of educational practice their work they suggest

reformulation of questions usually asked in fenimesearch is essential when using a

post-structuralist framework in research. Exampiethis related to this research would

include:

* nothow are women leaders disadvantagetwhat subject positions are made possible
for women by the available discursive practicewlvich they participate;

* notare the arguments truayt how is this truth constituted, how is it possibfelavhat
effects does it have?

» nothow does this knowledge reproduce patriarchalicglatbut how does power work
through/in these knowledges and practices.

The second questions open up gaps for explorafitmeacomplexity of gender and power

in educational settings. They avoid positioning veonas victims and deny the assumption

that women are disadvantaged as a result of adtitrdpatriarchal imposition. Rather

women’s positions are rooted in conceptual framé&woof western thought and the

varying ideological possibilities offered to an#iea up by women (Lather 1992).

It includes placing myself within the researchm aot just looking outward at oppressive
powers of patriarchy. Discourses position us intipalar ways. Similarly research
constructs their subjects — authors and readerghinvsets of possibilities. Most authors
of research and theory position themselves and tlesiearch devoid of subjectivity,
invisible voices that argue about the data assit Readers are therefore positioned as

receivers of these truths. Lather argues that:

We must abandon efforts to represent the objecuofinvestigation as it
‘really’ is ... for a reflexive focus on how we construct that ethive are
investigating (Lather 1991: 108).
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In other words, as all accounts are constructis@esmust expose this. | must attempt to
make transparent my own constructional moves. Llitradéity is an impossible fiction
(Haraway 1988), reflexivity about how we constrti world is the basis for establishing
validity.

This is not only an epistemological necessitysitiso political. The visibly constructed
account is one that deconstructs its own authoiitghen becomes more accessible to
critical readings than research bound in traditi@igectivity. It positions the author as
presenting one partial voice amongst others — dtiefuthat of the reader. The goal here is
for the reader to examine their own theoreticabiaggions in response to those of the
author (Jones 1992).

There are many ways in which to make visible or®sstructions within the data. One
way of doing this is writing the research in suclay as to assist in making visible how
the data ‘makes sense’ to the researcher. If ltdoggyself visibly within the text it offers

possibilities for the reader to offer a countereastt, a re-vision of the data, or the
worldview of the text. The reader is positionedpasverful, as having a voice rather than

being positioned as being in receipt of the truth.

However, as a researcher, | must be wary of th@etanthat lie in visibly positioning

myself within the research. The attempt to de-eeotreself as a researcher is fraught with
paradoxes and contradictions. The unsettling ofthority as researcher in turn unsettles
the findings of the research. So while | mightgheased to deconstruct and criticise the
voices of traditional authority, when | self-refiegly expose my guiding interests |

simultaneously open opportunities for traditionatherity to de-bunk and disregard my
work, in the name of objectivity. Self-reflexivilgan be dangerously self-deflating when

the requirements and rules support just the opposit
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3.3 Method

3.3.1 Discourse Analysis

Discourse analysis is connected to post-structmain how it attempts to link aspects of
social semiotics and variability of meaning. It drapises the social action aspects of
meaning and how people make use of language irydagrsituations to help them make
sense of the world (Elliott 1996: 65). Language hagariety of functions; it not only
represents the world. Foucault (1972) makes thet ploat we are only able to think within
the constraints of discourse. Parker (1990) defidissourse as being "a systems of
statements that constructs and object, suppottituiiens, reproduces power relations and

has ideological effects" (Parker 1990: 201)

This idea of the constraints of discourse can bkell to radical feminist theory within
organisational thoughRadical feminists believe that it is patriarchalveo that forms the
basis of organisation and the organisation’s celisrdominated by patriarchal ideals of
conformity, deference to authority, competitiongeagsiveness and efficiency (Hoy and
Miskel 1996: 19-20). Therefore by freeing up thesteaining discourse of an organisation
one can free the underlying and reproducing patiarideals of the organisational culture.

Deconstruction is one way of freeing up a discourse

Deconstruction is supposed to reveal power relatiovhich are hidden. Deconstruction
involves the discovery of the recognisable conc@pitructures in every text. For Derrida
all text contains its own undermining or subvers{dong 1989: 222-3). The meaning of
discourse is arbitrary by nature and is never fixiedslips and moves giving way to
continual redefinition, reinterpretation and redomaion. Because of this, discourse is
open to a discursive struggle within and betwednests (Angelil-Carter & Murray 1996:
16).

For Foucault (1979) discourse is less random; austdiscourse influences the subjectivity

of an individual and is entrenched in historicahtext and the power and interests that
45



surround and are vested in its context. Followinig tliscourse then determines implicit
rules and constraints on social subjects. Decoctstru of discourse makes explicit the

limitations placed upon individuals as social sutsge

Discourse analysis is not always a form of lingaisteconstruction. Researchers vary in
their opinions of the purpose and outcomes of digm analysis. Elliott (1996: 66) states:
“Discourse Analysis is concerned with naturally wrcig speech and its social, rather
than linguistic organisation.” It is concerned wite way in which a story may vary which
may reveal the contextual and functional characfedifferent stories. This varies from
detailed studies of linguistic features found iclswvorks as van Dijk (in Fairclough and
Wodak 1997). Edwards and Potter's (1992) study seedi on analytic approaches to
gender and employment and uses discourse analyfigis on dominant themes in the
participants' discourse. Potter and Wetherall pseda an earlier study (1987) an analytic
approach to data analysis based on searching fterps in the data and hypothesizing
about the function and effects of these. The pattenay differ in consistency, content or
form: what they look for are features shared by diféerent accounts. In this study
contextual influence and function are analysed famdtion in relation to the discursive
text. Functions are often hidden and therefore ned® predicted. These predictions often
become the end-point of the analysis (Elliott 1986). The predictions in this research
are based around the subject's gender and manag@wosition within the organisation
she works in. The contextual influence analysethésorganisation in relation to Bush’s
(1995 & 2003) Education Leadership and Manageniardries.

3.3.2 Critical Discourse Analysis

Critical Discourse Analysis has emerged from aitiinguistic theories that see language
as an integral part of social practice and the powkations within and between these
practices. The method of critical discourse anal{€DA) will be used in this research to
analyse and interpret the data of written discaIr€®A is distinctive in its view of:
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... the relationship between language and societd, the relationship
between analysis and the practices analysed (Baghkl and Wodak
1997:1).

CDA can reveal power relationships within and beméndividuals, organisations and
their culture and norms, as well as the wider $pciEDA aims to uncover and unravel
these power relations as expressed through diseotlile formal communication of one
woman leader, within the organisational contextll Wwé deconstructed to reveal how
professional discourses are not neutral, but idstga bound by organisational norms,

practices and the power relations that it supports.

The focus of power behind the discourse of theareseparticipant and its relationship to
the organisation will be investigated. A decondiugc reading of the discourse(s) will

involve a critical discourse analysis of the texhich will illuminate the discursive space
and practices and its relationship with the orgatios. Discursive practices are symbolic
constructions, which are mediated through langu@ibey are often loaded with ideology
which positions the subject and creates or impaseg&lentity in ways that reinforce the
power relations (often unequal power relations)tied organisation, its structure and
human resources. Through critical deconstructiodiséourse the possibility of multiple

positions becomes available and apparent (Weed®n: I'®).

Pecheux (in Fairclough and Wodak 1997) was strongfilyenced by Foucault. For

Pecheux discourse is the intersection between &geyand ideology, and so:

discourse analysis is the analysis of the ideoldglanensions of language
use, and the materialization in language of idepl¢Bairclough and
Wodak 1997: 4).

The result is what Pecheux calls ‘discursive fofomtnamely, words used, and their
meaning, act according to the position from whibleyt are used. This results in the
positioning of people as social subjects. Thisas necessarily conscious, as individuals

are often unaware of the sources and processesalrpn their positioning.
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Jager and Jager (in Fairclough and Wodak 1997) eranthemselves with collective
symbols which have a cohesive role in texts. Dissesl are institutionalised and
conventionalised speech modes which relate to helmavand also to dominance
(Fairclough and Wodak 1997: 8). Collective symbohgtaphors and agentive structures

are analysed to reveal the power relations, amslijgporting ideology, in the text.

Janks (1997b) discusses CDA as a research tool.d&ives mainly on the work of
Fairclough (1989, 1995) and argues that the metiid@DA provides different levels and
dimensions of analysis that provides a means oflymiog research questions and
analysing data (Janks 1997b: 341). Janks (19975 go to discuss the concept of reading
text and the various strategies CDA provides iowhing light on the variations of reading

a text, and so often generating more questionsahawers.

The idea of reading with and against a text asrmdlby Janks (1997b: 330) is relevant to
this research. She argues that it is easier to aetakt critically when the reader feels
estranged or alienated from the text, as opposetitioally reading a text that the reader
agrees with in terms of the content and the unaweylyalues and interests of the text. This
raises the issues of the interests served by #ieTtkere is a range of factors, textual and
non-textual, that influence the reader’s locatidrestrangement or engagement with the
text, each of these factors are a form of entrapmBmese factors may include: reading
cooperatively with the text; reading to make seobdhe text; the author deliberating

writing in such a way so as to limit interpretatiand the subjectivity of the reader.

Cooperation and institutional power encourages riéeder to read for engagement,

therefore there is a need to read against thedeodunterbalance reading with the text:

Engagement without estrangement is a form of suiarigo the power of
the text regardless of the reader's own positi@israngement without
engagement is a refusal to leave the confines esamwn subjectivity, a
refusal to allow the otherness to enter (Janks 1:9831).
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Fairclough (1995) argues that one must use thatginal context and that the intertextual
context is central to the method of interpreting téa the method of CDA. The situational

context raises questions about time and place.

Janks (1997b) draws heavily on Fairclough's (1988 4995) models of CDA. Janks
(1997b: 329) outlines Fairclough's processes oflyaimgy discourse which are three
interrelated dimensions: the object of analysis;ftocess by which the object is produced
or received; the socio-historical conditions whidbminate the processes. All three
dimensions have a three part analytic model: Tegksdription); processing
(interpretation); and social analysis (explanatidr)is means there are multiple points of

entering the analytic process (Janks 1997b: 329).

| have used an analysis of the text using Jank87@Pmodel that translates Fairclough's
(1989) explanation of his different modes of analysr CDA to analyse the participant’s
discourse from her dominant positional power andlae the discursive space. Janks'
(1997a) model describes Fairclough's dimensiondisifourse and discourse analysis by
using three interlinking boxes (see below) withaclke other is to show how these three
means of analysing the data overlap and are layestdn each other, and how the

movement of analysis can be interconnected atrdiftgpoints and occur simultaneously.
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Social Analysis

(Explanation) - The social-historical conditions which goverogesses

Text Analysis

(Description) — The language and the text

Processing Analysis

(Interpretation) — The processes by which an object is produced|and

received

(Janks, 1997a: 7).

The Social Analysis will focus on the organisatiooantext of the research particularly a
situational analysis according to Bush's (1995 &O02p theories of educational

management and leadership, and the organisatignrauhorms and values. The Text
Analysis will be an actual analysis of the textothb written and visual - used in the
document. The Processing Analysis will investight idea of interpretation and how we
make sense of what the author and reader both hwitige text and the tensions that can

co-exist between them.
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Chapter 4: Discourse Analysis of a Staff Newsletter

For the purposes of this research the following ehothken from Janks (1997a) will be
used to describe, interpret and explain the dismurhis chapter will follow the structure

of the model outlined below:

4.1 Social Analysis

(Explanation) — context of the research

This is the organisational contextual frameworkhmtwhich this woman leader works including:
4.1.1 Introduction to socio-historical context

4.1.2 Organisational structure and goals of theakch

4.1.3 Organisational culture and useful metaphors

4.1.4 Curriculum at the school

4.1.5. Roles and responsibilities of the partictpan

4.2 Text Analysis
(Description)

4.2.1 An analysis of the actual language usedértdhRt.

4.3 Processing Analysis
(Interpretation)
4.3.1 Patterns within the text

4.3.2 The relationship between the author and tldéeace

4.3.3 Power of the meaning of the text, a discersiace
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4.1 Social Analysis (Explanation)

4.1.1 Introduction to Context of the Study

If critical discourse analysis is concerned witle tetudy of the relationship between
language, power and its context, one cannot exathimdgext from which the discourse
comes without looking at what is surrounding ithe tcontext of both the author of the

newsletter and the organisation in which she works.

While there may be problems with drawing a dichotobetween a discourse and its
context, by fully examining the role context plagsa discourse one can achieve a deeper
understanding from which to interpret the discoutlsmay also reveal a range of positions
and experiences within which the participant woeks] provide a perspective from which
to interpret the woman's way of moving through, amatking in the webs of relationships
and structures which makes up her professionaldvdthe individual is connected to the
world through social groups, structural relatioasd identities. These are not inflexible
categories to which an individual can be reducdte Very act of interpretation requires
me to choose among the multiple identities andaasons that shape a life. Furthermore,
addressing context involves understanding the megaoif the participant's frame of
reference and making sense of that life from tHéemint and necessarily comparative

frame of reference of a researcher.

The intersection of an individual life course andp&cific moment in time is an aspect of
context that needs to be analysed; as this inti@wsegrovides insight into the way a life
takes the shape it does, and how a woman makes seher world. Context demonstrates
the importance of frameworks of meaning throughohtan individual orientates herself in
the world, and the exploration of ways in which theearcher's own context shapes both

the formation and the interpretation of a discourse
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The participant in this research is employed athmal located in Windhoek, Namibia. It is
a private, non-profit school registered with thenMiry of Education, Sports and Culture.
A board of directors governs the school. Membershipthe Board consists of
representative members of the school's commurtitpcludes the school director, elected
parents, co-opted individuals, a teacher represeaiaand a Parent Teacher Association

representative.

The school offers education to students aged ttregneteen years. It is comprised of a
diverse community with over forty-five nationalgieepresented in the student, parent and
staff body. The school was founded in 1990. Thesgkbegan with 150 students and 15
teachers, and moved into its own purpose-buillifees in 1994. It is designed as a village
to reflect the concept of a learning community J&muary 2005 the school had over 400

learners and 62 teaching and non-teaching staffbreesn

4.1.2 Organisational Structure and Goals of the Saiol

4.1.2.1 Theory informing the organisational structue

Theory informs management practice in educatiopioyiding a basis for understanding
the relationship between theoretical models of iguaand the improvement of
management and leadership in meeting the changeegfisn of all stakeholders in

educational organisations.

People struggle to understand and predict the aimain complex organisations such as
schools because so many different people and faaterinvolved, and it can feel as if it is
impossible to take everything into account. In pla¢ a comprehensive representation of
the organisation, individuals develop theories adels to help understand the complex
entity.
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| have chosen to use Bush’s (1995) six models addeship and management theory to
provide a framework to guide an analysis of theaaigational framework of the context of
the study. These models provide ways of lookinguadl analysing educational institutions.
Bush’'s models show significant insight into the wiay which people think about
management and leadership within an organisatigruding these models we are able to
better understand how the organisational structouéture and climate impact on the
behaviours of the members within the organisatidre behaviour that is analysed in this
study is language. Language does not stand albiegiosely bound to its context. The
context from which language is generated determihesform, function and patterns of
interaction that are considered appropriate or mothin the space from which the
language is generated and received, by the authdrliatener respectively. If we
understand more fully the context from which theaderiginates then we can better
comprehend the discursive spaces that the languagees. Bush’s (1995) models are
specific to not only educational organisations &igb to the leadership and management
practices within them; hence their selection asoal twith which to analyse the
organisational context of this study.

4.1.2.2 The Management Team

The senior management team of the school condistsdoector and two principals, one
primary and one secondary. The director is acctlmtm the Board for the operation of
the school. There are a number or co-ordinators keport to the principals. These co-
ordinators are leaders of teams of staff within Hvhool. Each team co-ordinator is
accountable to members of the management teamadmuly with senior management
personnel, is a member of the Educational Couridile Council’s purpose is to ensure the
maintenance and development of the mission, phplogand objectives of the school.
This Council is considered middle management of shkool as the members have

considerable accountability to people, and respditss for tasks.
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The organisational structure of the school is tgpaf Bush’s (1995) formal models in that
it can be seen as an objective fact. The work ahbes of the organisation is defined in
terms of their formal role within the structure @ul1995: 42). Roles, responsibilities and
accountabilities of members can be clearly outlimedelationship to each other (see
Appendix A). However, the existence of an Educatmuncil, which is a large decision-

making committee concerning all educational mattelsvant to the school, shows a move
towards collegial models. While it does not allolirdividuals in the organisation equal

right to determine or influence policy decisionsdibes “represent a shift along the
continuum towards collective working” (Bush 1998)6

The official organisational structure at the schgides formal leadership roles to both
senior and middle management. This is characteligddrmal models in Bush (1995). In
these models the leader is situated at the topeobitganisational structure, in the case of
this school, the three senior management membeddldmanagement leaders require
the consent of colleagues so that:

Policy initiatives can (sic) be carried throughointdepartmental and
classroom practice...Heads of self-managing schaulscalleges have to
share power with other staff in order to cope wvilie sheer volume of
work arising from their enhanced responsibility fieanaging finance, staff
and external relations... The hierarchy remains intagt the apex
comprises a team rather than a single individuak(B1995: 44).

The organisational structure of the school, atamcg, appears to exemplify formal models
in that there is a hierarchy of position, and witthis hierarchy spheres of influence and
power. However, upon closer examination, the memmirvalues and beliefs that
individuals bring to the organisation can give thimffuence. This is due to the collegial
nature of the organisational culture developedubhoa sense of collectiveness amongst
members of the community. An organisation thatwidling to foster a sense of
collectiveness needs to listen and acknowledgerbanings, values and beliefs that the
members of the organisation bring to it. If the amgation considers these values and
beliefs to be beneficial or conducive to the sctawl its culture then the individual will be

provided with an opportunity to exert or implemethiese. This will be done via
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appointment to a middle management position onBthecational Council at the school.
This shows how the collegial nature of the sch@w support and legitimise the formal

structure of the organisation.

4.1.2.3 Organisational Goals

The organisational goals of the school exhibit abtaristics of both formal and collegial
models in that it is a goal and objective orierdateganisation. How these goals and
objectives are achieved is typified by feature aifegjial models. Collaborative decision-
making and power sharing occurs in the middle-mamamt structure of the school. Every
staff member has a representative, namely a cadntinon the school's Education

Council where important educational matters arewtised and decided upon.

4.1.2.4 External Environment

The school is very sensitive to its external envinent because it is a small private school
that relies on membership for a large part of utsding. Being an educational institution
with educational objectives there are aspects efdiganisation that cannot be decided
upon by the external environment, for example cutam initiatives. However, as one of
the objectives of the school is to maintain finaheiability, it is required to be responsive
to its funding source. Thus, the organisation epises an open formal model. The school
is imbued with a spirit of internationalism and soaccountable to the needs of the
international community in Windhoek, as well asp@wding to the local Namibian
educational community. The school needs to bedefmndent with both these external

environments in order to continue operating.

In conclusion, the school is strongly influenced foymal - more open than closed-
approaches to educational management. This isaltfetneed for a prescribed approach

to be in place in order for the production of sfiedioutputs and outcomes to be realised.
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As a goal seeking institution it is very difficutt avoid this approach. The way in which

the formal structure operates can be closely tetbtlegial models. This is due to the size
of the organisation and special nature of the scliRepple choose to be members of the
organisation. This automatically develops a serfseotbectiveness and shared meaning.
This manifests itself, both administratively andueakionally, in decision-making

processes.

4.1.3 Organisational Culture and Useful Metaphors

It is difficult to discuss the organisation of anstitution without discussing its
organisational culture. The structure of an orgaios and the relationship the members
have with both the organisation itself and otheminers of the organisation are critical to
the functioning of the organisation. An organisatie not just a physical structure with
members, but an entity composed of the norms, salnd beliefs of the individuals within

the structure, and how these are contested, négmhtiearned and lived.

Hoy and Miskel define organisational culture asatifest in norms, shared values, and
basic assumptions” (Hoy and Miskel 1996: 126) Theyon to state that school cultures
can be explained by analysing their symbols, actefaites and ceremonies, icons, heroes,
myths, rituals and legends. Organisational climateseen to be the manifestation of

teachers’ collective perceptions of organisatidreddaviour.

It has been proposed effective organisational cedtare ones where there is a good match
amid strategy, environment, and culture (Dennisorloy and Miskel 1996: 135). Four
kinds of organisational culture are put forwardeTtist is called the adaptability culture.
In this culture there is a strong emphasis on titereal environment with change and
flexibility being a central feature. The missionitate serves the external environment;
stability and direction are given significance. Ftaulture is marked by a shared vision
whereby employees go beyond requirements and leasleape the mission of the
organisation. The third type of culture describedhe involvement culture. It is in this

culture that members’ sense of responsibility amthmitment to the organisation is a key
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to its success. Membership involvement and pa#tmp is crucial in a rapidly changing
external environment. The fourth culture describgdDennison is that of a consistency
culture. This is a culture characterized by a stabiternal environment, with an internal
focus. Dependability and reliability are the haltksaof this model.

Adaptability, mission and involvement culture applicable to this school. The viability

of the school is dependent on its external cultiembers of the organisation go beyond
the requirements of their terms of employment duthé nature of the school’s philosophy
and objectives. It is this philosophy that shapgesculture, which is used to market the

school to its external environment and so ensutimfinancial viability.

Four metaphors have been proposed to explain schtiake:the family the machine; the
cabaret;andthe little shop of horrorgSteinoff and Owens in Hoy and Miskel 1996: 138)
Parallels can be drawn between these metaphor8asiils modelsThe familycan be
seen in collegial modelS.he machinecan be compared to formal modelhe cabaret
corresponds with elements of cultural models. lynahe little shop of horrorslescribes
aspects of ambiguity models. In relation to theostlthere are connectionsttee machine
A school as an organisation is required to prodimae kind of output. This is set against
its goals and objectives. How the school doesithitefined by the organisation’s culture.
Here there is a tension betwabe machineas a productive device atiie family a team

of players who work together under a common vigibthe coach, the leader.

4.1.4 Curriculum at the school

In order to understand the context from which tretadis generated one needs to
understand the leadership and management roleseapdnsibilities the participant has

within the school.

The participant in the research is the coordinafdhe Primary Years Programme (PYP)
at the school. The International Baccalaureate @sgéon (IBO), whose headquarters are

in Cardiff Wales, offers three programmes of ingional education that span the primary,
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middle and secondary school years. The Primary srBamgramme (PYP) is designed for
students aged 3-12, the Middle Years Programme (M6P students' aged 11-16, and
the Diploma Programme (DP) for students aged 16¥h@ school implements both the
PYP and the DP programmes.

The PYP provides an opportunity for students tostrmiect meaning, principally through
concept-driven inquiry. Traditional academic sutgeare part of the programme but it
emphasizes the interrelatedness of knowledge aiild shkrough a multi-disciplinary
programme of inquiry. The PYP focuses on the hasrvell as the mind and addresses
social, physical, emotional and cultural needs et & academic ones. The PYP focuses
on the development of the whole child, in the dlass but also in the world outside,
through other environments where children learrofiers a framework that meets the
academic, social, physical, emotional and cultneslds of the students. The programme is
a comprehensive approach to teaching and learnitigaw international curriculum model
that provides: guidelines for what students shdakin; a teaching methodology; and
assessment strategies. At the heart of the PYR@sremitment to structured inquiry as a

vehicle for learning.

4.1.5 Participant’s Roles and Responsibilities

The Primary Principal retains overall responsipifior the Primary school, and the PYP
Coordinator reports directly to her. The PYP Cooatlor is responsible for the
implementation and coordination of the Primary YedProgramme (PYP). The
responsibilities include:

» working with the Principal on all matters relating the development of the PYP
Programme within the Primary School;

» coordinating and leading planning meetings to fiaté@ the development of the
Programme of Inquiry, promote team planning and parits of professional
collaboration;

« working with all the Primary staff (teachers andsistants) in order to promote

effective inquiry-based teaching practices;
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working with the Primary Principal and the Primastaff to further develop and
improve assessment practices appropriate for thgr&@mme of Inquiry and the PYP in
the Primary School;

working with all Primary Coordinators and librarya to encourage and ensure
appropriate, meaningful, and manageable links adrscurriculum;

ensuring that all the Primary staff have and ameilfar with all curriculum documents
and policies pertaining to the PYP;

organising a periodic and systematic review of iculam documents and policies
pertaining to the PYP;

working with the Primary Principal on the planniagd development of appropriate
in-service opportunities;

working with both the Primary and Secondary Priatspand all coordinators in the
Primary and Secondary School to provide a fulljcatated, written curriculum from
Pre-School to Year 13;

working with the Primary Principal to develop, deli and ensure distribution of
information materials for parents with regard te B\YP;

developing and maintaining professional links wi#¥YP Coordinators in other
international and national school around the world;

dealing with the IBO office on all matters related the development and
implementation of the PYP;

reporting on an annual basis to the Primary staffua the major developments and
achievements of the PYP (McGough 1999: 1-2).

This job description involves transactional typéivaiies that support the school’s goals

and objectives. The role of PYP Coordinator in dhganisation is an example of formal

model of leadership according in Bush (1995). Tdle description highlights the official

and structural elements of the organisation in 8f& is required to work with other

leaders in the school and follow the organisaticstsonal objectives through rational

methods, for example deliver and ensure distrilbutibinformation materials. Importance
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is given to the recognition of others within theyamisation itself, for example working

with Principals to ensure there is a written cwiten.

It is under this formal model that the leader ipexted to play a central role in policy-
making, and innovations follow (Bush: 1995: 43).pDgition or resistance to this is not
acknowledged. The information flows from the topwdoand it is expected to be accepted
and even embraced by staff members. The discohmessthat these are common sense
assumptions that underlie the text. It is takendganted that the leadership will not be

opposed, that her voice is that of authority: thisresented as natural.

As explained earlier, the text is from a newslettdatten by the Primary Years Programme
(PYP) Coordinator to the primary staff members, Boyom teachers, teaching assistants
and specialist subject teachers such in the afeag,dMusic, ESOL (English to Speakers
of Other Languages) and Learning Support. The redtesl is distributed to 16 staff
members on a weekly basis throughout the schowl. t€he author is the Primary School
PYP Coordinator. The Primary School Principal alsties a newsletter, often though not
always jointly, with the PYP Coordinator. This istrthe case with the text used in this

research. The PYP Coordinator was the sole author.

Typical issues that the PYP Coordinator's newsletteals with are: staff meeting
schedules; staff professional development prograsnimeth internal and external; school
community events such as parent-teacher confereaces seminars; and general
administrative matters, such as ordering of statipn Both the PYP Coordinators' and
Principals' newsletters are for internal circulatanly and the purpose is to keep teachers
informed and aware of relevant issues and upcoreuemts, as well as being a tool for
exercising and informing the staff of their lead@nsand management practices. The PYP
Coordinator's newsletter’'s primary focus is on iwuium practices, development, and
planning. The purpose of the newsletter reflecstthits of formal leadership as outlined
by Bush (1995) as it highlights the hierarchicdatienship between members of the
organisation and stresses the rational processeoisidn making, and so giving the
appearance of objectivity and impartiality beingplaty .
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4.2 Text Analysis (Description)

4.2.1 Text used for analysis

Following is a copy of the original text used i t@ritical Discourse Analysis. The text is
referenced as Cross 2004:1 from this point.
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From f/?é’ PYP COOI’C)’/ﬁE;’ZLOf 14™ June 2004

@ Trial of New IBPYP Planner Template

We are one of the 40 schools who have been selected to trial the new PYP planner next year. On the
downside, this means more changes in unit planning, but on the upside we will be able to have some
influence on the way the new planner looks. It also builds on our relationship with the IB in Cardiff,
and our involvement with the development of the PYP in general, which must be good! I will be
receiving the draft revised planner this week. If you would like a sneak preview, let me know:
otherwise I will save it till August. Then we will be able to decide whether or not we all want to use
the new planner, or just selected year levels.

Mini-meetings
I would like to have one last chance to check that documents and resource banks are in place for
August. I will come to your rooms as follows:

Wed 16™ period3 Y1 Thu 17™ period 4 Y2 < K6
period 5 Y4 period & Y3
period 6 Y5 Fri 18" period 5 vé

That Was The Year That Was

It says inmy job description that I should 'publish an annual report informing staff of major
developments in our implementation of the PYP'. Sc, here is a summary of the main goals from this
year's PYP action plan that we achieved this year:

s Improved the generation, recording and use of student questions

« Improved assessment (policy, planning and practices) - including implementation of pertfolios,
preparation for student-led conferences and setting up assessment goals and records

« Implemented Computers4Kids

e Built our understanding and delivery of inquiry in the classroem

e Putin place year overviews for integrated and stand-alane planning

« Improved integration of single subjects in the PYP
+ Held parent workshops on supporting inquiry and reading at home
«  Held a special focus week which underscares the transdisciplinary nature of the PY?
»  Held a Year 6 Exhibition which fulfills the IB requirements
o Started revision of the Mathematics and Language scope and sequence documents
s Shared strategies for teaching research skills and reading non-fiction
o Improved classroom environments
¢ Introduced and investigated Organising Themes in class
o Reviewed use of textbooks and worksheets
s Set up resource banks for units of inquiry

Of course, many of these tasks are ongoing, and we can never really cross anything of f our "To do’
list, but T think it's worth acknowledging how far we've come in such a short space of time - especial
considering this is all in addition to teaching the kids, taking them on field trips, writing reports..!

We all deserve a pat on the back and a year off, but T suppose we can make do with a couple of parti
and a six-week breakl I would just like to give my personal thanks to all of you for another productiv
and professionally supportive year. Have a great holiday, and to those of you who are leaving, we will
miss you and wish you all the best in your new endeavours. For those who are still going to be with us
next year, I look forward to working with you more closely as a full-time coordinafor. For those who

are going to Martigny, au reveir / d bien 161 Jeanette



4.2.2 An analysis of the language used in the text

The analysis of the following discourse will revdalw the power of the participant is
socially constructed within an organisation, how g&hconstructed as a social subject and
how her social relations and knowledge perpetuage hidden power relations to the
intended audience of her writing. If language is firimary substance from which the
discourse is realised who does it include and elelHow does the discourse regulate and
constrain the subjects, both the author and théeace? What are the desired social
practices that emerge from the discourse? Whaoharadtive and passive agents within the
discourse? Who has access to certain forms of ladnel and power in order to gain
intended (or unintended) meaning from the text? dilthe above questions lead to the
primary research question of: where are the dissurstruggles and spaces within the

discourse?

In the study of linguistics the distinction betwefenm and function is important. When
analysing discourse factors such as different wdyspening and closing the encounter,
different role relationships, different purposes aettings are all a part of the discourse
functions. Language forms within discourse may udel grammatical, lexical and
phonological forms. In the following data analyls&en more concerned with the discourse
functions than their forms, though the form mayomstyly influence the function of the
discourse. | am as less concerned about what theragdoingwith the language as what
she issaying.Namely, function over form. Context is crucial inderstanding function.
Therefore Critical Discourse Analysis is fundaméntaoncerned with the relationship
between language, power and the contexts of itsTisanderstand a discourse's context is
to understand the purpose of the discourse, itsages meaning and the underlying power

relationships.

What follows is a critical discourse analysis df tctual language used in the text. This is
not an attempt to analyse the text in the detaialyg required from conventional discourse

analysis. In a more traditional approach the testild be analysed in more detail. In this
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study the text analysis is one of the three paftshe overriding method of critical

discourse analysis according to Janks' (1997a) mtide the meaning behind, under and

between the messages produced by the

languages ttydtical. Therefore the actual text

analysis of the language need not be complex. \Mieattext analysis is looking for are the

messages. The messages are then analysed andeitgrpccording to the contextual

conditions from which they come.

4.2.3 Text Analysis (Description)

Original Text

Text Analysis (Descriptiohjessages

Image of the IBO Logo

We are one of the 40 schools who h

looks.

It also buildg on

nve

2Elitism?

Reinforces positional legitimacy of author
as the PYP Coordinator

Use of ‘we’

identity reinforced with the image of the

IBO logo. Use of the modal 'will' is |a
directive.

rThe trade off for the downside is havipg

Personalises the readers attachment

organisation — the ‘family metaphor’
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Comment [ ST1]: ‘Of the
chosen'

‘ Comment [ST2]: }
Comment [ ST3]: Trade

off for the downside is having
'influence’ as a form of power

Conment [ ST4]: Implies
‘develop'/'further'
Conmment [ ST5] : ]




involvement with the development of t

side of the naming of the organisatio

attachment creates

a sense

organisational identity?

hd@he reader is made aware of their persc

programme (PYP). A valued member of {

organisation?

the use of the modal 'must’ indical

certainty

the "family’ metaphor

ther
nal

of

pnal
nol
he

es

ns

e

5Sist

nce

v
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| Corment [ STé] : )

Conment [ ST7]: Personal
pronoun of joint ownership

Comrent [ ST8]: Reader

is made aware of their personal
contribution to changes in the
curriculum, namely PYP.

Comment [ ST9]: Use of
“I" as an engagement signal
and the use of the modal ‘'mus
— persuasive commercial
language — selling an idea to
the reader

L 3

Conment [ ST10]: Person
al pronoun indicates positional
authority

Comrent [ ST11]: Underl
ying message is that "I am the
gatekeeper of this document

Comment [ ST12]: The
conditional

Comment [ ST13]: Servin
g the audience

Comment [ ST14]: “Save”

implies it has much value — a
treasure to relish

Comrent [ ST15]: Indicat
es collaborative decision
making




selected year levels.

| would like to have one last chance

It says in my job description that | shou
‘publish an annual report informing staff

major developments in

- in actuality it is the reader who uses th

planners

Note the use of "I'" and "we" throughout t
previous paragraph — | initially to show t

author has ownership of the document

over the use of the document a

collaboration- the metaphor of the ‘family’
Underlying message ="'l ' own the docum
— it is in my safe keeping buwe' will
decide and use

indicates this checking is

certainty/requirement

practices

ohdministrative — indicat|

positional authority and task orientat

behaviour — the ‘machine’ metaphor

show the notion of joint decision making

on

ese

"we" more frequently later in the paragraph

nd

ent

dal

W
es
ed
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Comment [ ST16]: Person
al pronoun 'we' implies joint
use by the author and reader -
in actuality it is the reader wh
uses these planners

Conmment [ ST17]: Polite
request
Conment [ ST18]: Positio

nal power — supervisor
checking work
are }

Commrent [ ST19] :
completed ?

Conment [ ST20]: Nota
request after all - use of the
modal will indicates this
checking is a certainty.

| Comment [ST21]:




So, here is a summary of the main gg
from this year's PYP action plan that v

achieved

Image of people climbing a rock

Image of someone sitting at their de

working at night.

Of course, many of these taski®e ongoing

and we can never really cross anything
our “To do’ list, but | think it's worth

a short space of time —

especially considering this is all in additi
to teaching the kids, taking them on fie

trips, writing reports ...!

implementation — implies a team

aleam achievement of the below points —

vethe surface the purpose could be

year and underneath the surface to valig

the author’s role in the readers’ professio

lives. Task orientated success

sense of achievement once the climhb
have reached the top — are the teachers

climbers?

gleinforcing the value of administrative rol
in the author or readers job — valu

organisational behaviour

indicates task orientated behaviour
off

through the use of congratulations

progress made — metaphor of the ‘family’

pAcknowledgment of readers role outside

tlbsues documented here — note the rea

as it is not part of the author's j

symbolising the up-hill battle/struggle? Or

ne

on
to

the

Hate

nal

a
ers

5 the

es

ty
to

of
lers,
1S,
bb

description

68

Conmment [ ST22]: Pronou
n indicates joint ownership of
author and reader

Commrent [ ST23]: Joint
achievement of the below
points — on the surface the
purpose could be to synthesis
goals attained throughout the
year and underneath the
surface to validate the author’s
role in the readers’
professional lives.

D

Conment [ ST24]: Induci
ng comradeship through the
use of congratulations

Conmment [ ST25]: Ackno
wledgment of readers role
outside of issues documente
here — note the readers, and not
the author, fulfil these
obligations, as it is not part of
the author's job description




off, but | suppose we can make do with a

couple of parties and a six-week break!

| would like to give my personal thanks

supportive year.

Have a great holiday, and to those of yaBroup of people not individual names| —

who are leaving,

we will miss you and wish you all the be

in your new endeavours.

For those who are still going to be with
next year, | look forward ttb working wit

family’ metaphor

celebrate in the same way?

tépersonal thanks to all of you” yet no-one

professionall valued professional trait — task orientated

with support — the ‘machine’ surrounded

the ‘family’ metaphor

informal indicating collegiality

stWho is we? Administration? Who is the

of others

udutlining structure of future relationship|—

huse of the preposition with — to work with

(directive leadership)
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py

a personal link with the reader — we

S

Comrent [ ST26]: Self-
congratulatory
Comment [ ST27]: “perso

nal thanks” yet no-one is
named

Conment [ ST28]: Highly
valued professional trait

Comment [ ST29]: Group
of people not individual name

author speaking on behalf of? Positiopal

Conmmrent [ ST30]: Whois
we? Administration? returnin
teachers? — Who is the autho
speaking on behalf of?

power gives her authority to speak on behalf

implies collegial leadership (as opposed to

Conment [ ST31] :
ng structure of future
relationship

Outlini

work for (servant leadership), or work under



For those who are going to Martigngu | A reference to an upcoming professiohal

Comment [ST32]: A

revoir / a bien '[Oﬂ L Q?E/,elop,m@m, __course_ i,n, - ,M,a[tjgrly, _Jn reference to an upcoming
. rofessional development
Switzerland — use of French language Eourse in Martigny iﬁ

. . . Switzerland — use of French
reinforces the international nature of the | ainforces the international

nature of the organisation.

organisation.

Signed — first name Use of first name only is informal

indicating collegiality — the ‘family’

Key linguistic features work to position the realisteners through the speech act of
requests, instructions, and exclamations - “I” ansengagement signal lead to a pattern of
positional power through:

» ownership of administrative documents;

» checking on staff's management of administratigkda

This pull in the direction of hierarchical downwagéze as typified in Bush's (1995)

formal models of leadership.

The overall construction of the text has logicals@ning, and sequencing, as shown in

following written organisational structure:

» looking ahead to next year;
» final year check on teachers;
e achievements of the year;

» celebrations and upcoming professional developresrtseas.

The visual selection and organisation of imagesl usenforce meaning behind the text.

There are three visual images within the text:
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» the IBO logo which reinforces organisational mershgr and positional authority of
author as PYP coordinator (a mandatory organisatigrosition in order to be
authorised to provide the PYP at the school);

» a filing cabinet which reinforces the authors auatigdhrough the checking of teachers
administrative duties;

» rock climbers climbing a steep cliff, this givesnessage of joint annual achievement,
but the task is yet to be completed, which in twalidates the existence and

continuation of the author’s job and its descriptio

The general interaction pattern between authorraader is an active/passive interaction.
The author is active the reader is passive. Aadearyou have a sense of being spoken to

or being spoken at.

The major internal contradictions that exist in teet are the use of informal language and
colloquial language being used such as "pat onb#k" yet there is an over-riding
message of power through the confirming topics haf tontent of the text, such as
checking administrative documents. This demondratav the use of register, which in

this data is informal, is used to disguise the atititive message and positional power.

This discourse of leadership - formal and authtivitéa- is based on positional power. It
ensures there is a reproduction of relationshipsciworks to sustain existing relations of
power and social practice. It is through what greeder chooses to congratulate "productive
and supportive" (Cross 2004: 1) that these persamélprofessional values that are being
validated and reinforced are reproduced through dfganisational norms and social

practices.

The language the leader uses creates a discoatseetjulates the subjects as readers by
positioning the leader as the gatekeeper of knaydezhd documents. The desired social
practice that emerges from the discourse is corifgrim the leader's authority. The author
of the discourse is an active agent through thguage she uses, by writing in the active

first person, and positions the readers as passjeats who are required to digest the
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information given in order to be able to compléteit job tasks and conform to the

organisational practices and norms. While the ledtes access to certain forms of
knowledge (the new PYP Planners) and power (corwrcheck documents), because the
staff members are aware of this, they are ablentietstand the unintended meaning of the

text, being positional formal leadership power.

4.3 Processing Analysis (Interpretation)

4.3.1 Patterns within the text

Making sense of a text is an act of interpretatidiich depends on what the reader brings
to the text, and what the author places in the. tRalevant linguistic features of the
language and how they influence or reflect the aombntext in which it is produced is
discussed in this section. The speech acts or ftratsaare asked of the reader are requests,
instructions, and exemplifications. Markers aregliistically signals of semiotic and
discourse functions (e.gedon the end of a verb indicates the past tensejther words

the language is performing these particular kirfdscts.

There is less spontaneity in written discourse ameg to spoken discourse, which leads
to the question what rules or norms do people stickhen creating written texts. The idea
that written text is somehow more contextually fiean spoken text is criticized as being
oversimplified by McCarthy (1991: 168).

The sentence is the most obvious grammatical dnitriking. Larger patterns, which have
a cause-relational approach to text, include: 8dofproblem; response/evaluation;

problem/solution; and question/answer patternstefaction (McCarthy 1991: 30-1).

According to McCarthy (1991: 31) the problem-saluti pattern is often culturally
ingrained, and often seen in texts in sequence$ s situation-problem-response-
evaluation which may vary. But all these elemenits aecur in well-formed text Ipid.).

Problem-solution pattern are common in texts, ardlbe seen in the data as:
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Situation: the school is selected to trail the new PYP pdann
Problem: there will be more changes in unit planning
Response: but we have influence on the development of the PY

Evaluation: our involvement builds relationship with IBO in (@#f.

The evaluation response here reinforces the leadewhnection with the wider
organisational identity which is the IBO. This mportant as not only does the text open
with this pattern but it also defines the authadshority as a leader at the very beginning

of the text.

4.3.2 The relationship between the author and theuglience

When discussing text interpretation one needs twsider who is speaking to whom?
When? Where? On what occasion? In this case itwerman school leader speaking to
teachers at the end of the academic year. It issekly internal document within the
organisation that is distributed through staff mersb pigeon holes, placing further
emphasis on the actual text as is it is never Visdzhor spoken to; instead the purpose of
the text is for the staff members to read. Whike tbgister is informal, the voice and tone
of the message send a clear signal to the audibatehe there is a hierarchical power
relationship from the leader to the teachers. This be linked to Ashcroft's (1995:302)
idea of themessage evenhe point at which language, the writer and thedlez coincide

to produce meaning. The distance created in thésitelg not a result of actual language
used but how the language read as a result oégiest of language variance. This is where
post-structuralism can also play an important rake the slips, discontinuities and

contradictions begin to become apparent. This easelen in the text:

"l would like to have one last chance to check tfatuments and resource banks are in
place for August” (Cross 2004: 1). The intentiortlug author may be just that — to check
the documents. However, the message the readerevealye isl would like to come and

check that you have your documents and that resdoanks are in placeThere is a gap
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here between writer and reader. If the messaget doethe reader is: She is coming to
checkl havemydocuments ... in placsi€). While according to both the author and reader
this would fit with Bush's (1995) formal model @aldership highlighting the official and
structural elements of the organisation, and whrepmrtance is given to positional power,
the message gap could create a situation whenedoker would view the leadership style
as authoritarian and suspicious due to the useositipnal power. In this example the
positional power means the author can come andkchet the message gap is created
when the reader interprets this as being a chedkem. The text is demonstrating how
discourse can create a message gap between trer anth reader but within the same

leadership model.

The relations that exist between the writer andee#nclude the following:

» compliance "l will come to your rooms" (Cross 200

» personal through the use of ‘voice’ by writing etfirst person "It says in my job
description..." and "l would like to give my persdthanks" (Cross 2004: 1);

» positional authority by speaking on behalf of othérand to those of you who are
leaving, we will miss you" (Cross 2004: 1). Herésinot clear who she is speaking on
behalf of, either the schools management teameoretimaining staff.

» Positioning herself as a non-active agent "It $aymay job description..." (Cross 2004:
1) which implies the motivation for listing the aeoplishments is because it is a
requirement from higher authorities. Here she ig &b demonstrate to the staff how
she must comply with others. The message the remadgmreceive id should comply
to others demands (through the hierarchical chaio) (reader) should comply to my

(author) requests'.

One purpose of the content of the text is to dissata information to staff:
Kinds include:
* What staff should know as it will affect their fuéuworkload:;

* What need to know as it will affect their schedutes following week;
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* What the author would like them to know as it acklemlges what the staff and the

leader have achieved this year;

* A message of thanks best wishes to all the stathi®future.

Each of these serves as a different function be disseminate information, instructional,
or best intentions. The author's use of the fiesispn gives a clear and strong voice of

authority to the text.

Another purpose of the content is to use languagenstruct a representation of the world
through the connection to organisational identityttte IBO through the validation of the

PYP and its development. This connection reinfoeses affirms the organisational culture
and practices that in turn support the author'gipaal authority.

The ideal reader of this text is a compliant empeywho relies on instructions,
organisational affiliations, and who values growghiavements. Assumptions about what
the reader knows and values enable us to work twt the ideal reader is through the

references to:

* mini meetings (instructions);
» PYP (organisational affiliation);

» achievement for the year "we achieved" (values gaxhievements).

This last point would indicate, despite the obviagdue given to a formal model of
management, a desire to appear collegial as odtimBush's (1995) models.

4.3.3 The power and meaning of the text: a discung space

When | examine the power and meaning of the tesets the stage for contradictions. It is
important to note | am not examining differencesnasmatch between the message

intended by the author of the text and the messageived by the reader of the text.
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Instead what is examined are the positions theocatidtikes up in transmitting the messages

to the readers and the power and discursive sgacesinding them.

Bush (2003) links collegial models of managementrémsformative, participative and
interpersonal leadership. Transformative dimenstbas the participant brings to the text
as outlined by Bush (2003: 77) include:

» offering individualized support: “if you would lika sneak preview, let me know” and
“I would like to give my personal thanks”

* modeling best practices and important organizatiealwes: “here is a summary of the
main goals from this year's PYP action plan thataskieved this year”

» demonstrating high performance expectations: Sbdluilds on our relationship with
the IB in Cardiff, and our involvement with the édapment of the PYP in general”

» attempting to create a productive school cultutethink it is worth acknowledging
how far we have come in such a space of time —c&dpeconsidering this is all in
addition to teaching the kids, taking then on figlds, writing reports ...!"

» Interpersonal leadership: characteristics are semattempt to stress the importance of
collaboration and interpersonal relationships “Hwse of you who are leaving, we
will miss you and wish all the best in your new eadors. For those of you who are
still going to be with us next year, | look forwamworking with you more closely”.

Bush (2003: 54) discusses what Leithwood, Jantdi Steinbach describe as managerial

leadership being closely tied to formal models ahagement:

Managerial leadership assumes that the focus adfetsaought to be on
functions, tasks and behaviours and if these fanstiare carried out
competently the work of others in the organizatwiti be facilitated ...

authority and influence are allocated to formalipass in proportion to
the status of those positions in the organizatibeitifwood, Jantzi &
Steinbach in Bush 2003: 54).
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Bush (2003: 55) goes on to connect his formal n®del leadership to managerial

functions including:

» supervision: | would like one last chance to ch##ak documents and resource banks
are in place for August. | will come to rooms”
* behaviour controls: “Of course, many of these tamlkes ongoing, and we can never
cross anything off our “to do” list”
* needs identification and priority setting: “we willen decide whether or not we all
want to use the new planner, or just selected lggais”
» goal setting, planning, implementing and evaluatisg here is a summary of the main
goals we achieved this year:
* Improved the generation, recording and use of stigigestions
« Improved assessment (policy, planning and pradtiedacluding implementation
of portfolios, preparation for student-led conferem and setting up assessment
goals and records
* Implemented Computer4Kids
e Built our understanding and delivery of inquirytire classroom
» Putin place year overviews for integrated anddst@one planning
» Improved integration of single subjects in the PYP
* Held parent workshops on supporting inquiry andlirggaat home
* Held a special focus week which underscores thaesdiaciplinary nature of the
PYP
» Held a Year 6 Exhibition which fulfils IB requiremes
+ Started revision of the Mathematics and Languagpesend sequence documents
» Shared strategies for teaching research skillgeading non-fiction
* Improved classroom environments
* Introduced and investigated Organising Themesasscl
* Reviewed use of textbooks and worksheets

* Set up resource banks for units of inquiry”

7



Bush (2003) makes the important point that thisetgb leadership does not include the
concept of vision, instead “It is focuses on manggixisting activities successfully rather

than visioning a better future for the school” (Bi003:55).

When analysing the text it is clear that the autintended for the text to be collegial,

through the use of humour and informal expressiortemonstrate her leadership:

We all deserve a pat on the back and a year offl, fuppose we can make
do with a couple of parties and a six week break!

In the same text she uses a more traditional apprasot unlike Bush’s (1995) open

formal models, where she draws on her positionddaity to exert her leadership:

| would like to have one last chance to check tdmuments and resource
banks are in place for August. | will come to yoooms as follows: ...

The power of the text lies in the author’s intendegssage, which is collegial, and at the
same time a message that legitimizes her formaltipoal authority. This is a

contradiction. It shows how she brings two postida her leadership role in this text,
namely a collegial and participatory leader, arel flbsition of her structural authority to
ensure practices are being adhered to. Both thesiigms support the organisational

structure of the school.

This raises the question of why she brings multiptesitions to her leadership. The
collegial manner of the text indicates what Burkel aCollins (2001) would call the
interactive style of management as outlined inrdwew of literature earlier. This view of
women leadership is supported by Wolpe, Quinian &rtiviez (1997) who link women
educational leaders to transformative participasiyyes of leadership.

The more formal instructional approach in the iagticates the leader’'s need to assert her
positional power, which focuses on her role witthie formal organisational structure. It

can be read that the participatory and collegiahmea of parts of the text disguise this
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more traditional approach that supports classiggdmisational thought and a structuralist
view of power is characterised by rigidity closehacence to the rules and procedures
(Fennell 2002: 96). Task orientated behaviour afidence through positional authority is
clearly demonstrated in the text when the authstrilcted the staff that she would like to
check the documenttask)and go to their rooms to do §aositional authority) This is an

example of legitimate or positional powarerthe staff.

The question of why this women leader uses a foolasical approach to her leadership
arises. Fennel (1999) proposes that we need tmiegahow women leaders use their
positional power to open up space for alternativaeysvof conceiving and identifying
positional power. With the two positions that #ngthor holds within the text one could
simply view the attempt at a collegial participgt@pproach to leadership as serving the
purpose of sugar-coating the exertion of hieraatpositional authority. | believe that this
analysis is too simplistic. It does not acknowledge complexity of an individual's

multiple positions, both intended and unintendkdt they can bring to a context.

If we take this situation where a woman leader basught two competing and
contradictory messages to the text this has createdcursive space, as according to
Weedon (1997: 34-5), they are competing ways oihgivneaning to the context within
which the text was written. We then need to ask tiege competing discourses are vying
for power and status. Both give rise to the dontinsition that the author holds: firstly
being a woman leader and so being expected to ilead participatory and collegial
manner, secondly as a leader with positional powad authority in a formal
organisational structure. For the author of theé both these discourses are real even if
they appear competing and contradictory. The cditi@ary nature of the discourses gives
rise to a discursive space. Fennell refers to Rdtisavork to describe discursive fields as
being:

competing ways of giving meaning to the world arfico@anising social
institutions and processes (Fennell 2002: 98).
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Thus discursive spaces help us understand the ngeahthe apparent subjective nature of
these competing discourses. Fennell (2002: 98)snibiat within discursive fields not all

discourse carries equal weight. The meaning andpaaace given to the discourse within
the discursive field depends upon the extent tachviiie author is seen as holding power
within the field (Fennell 2002: 96). It follows fnothis that the dominant forces within the
discourses will then have the greater acceptahtige Imeanings explain lived experiences
then what are the forces behind the discoursekisndiscursive field and where do they

come from?

The forces behind this discursive field of compgtuliscourses are the very nature of
organisational structure of institution she works The text's author’'s leadership is a
reflection of the competing ideologies of colleggad open formal models in the school’s
organisational structure. The author does nostréise school's organisational culture and
structure but instead reproduces it. The collabaraature of the middle management’s
decision making process and power sharing of ratek responsibilities are all examples
that are characteristic of a transformative stfléeadership; while the goal and objective
orientated nature of the school that is susceptiblethe demands of its external

environment, and its hierarchy of position and vitittpheres of influence, set the stage for
a more classical transactional styles of leaderskifhile a transformative style of

leadership is often associated with women schauldes, transactional leadership is not.
Yet it is necessary to ensure the organisationalsgand objectives are met, which is

required to stabilise its external environment.

This mix of both transactional and transformatieadership that is exhibited in the
discourse demonstrates the power of an organisatioriture, structure and practiced
norms to influence its leader’s styles, and vicesaelf the external environment funds the
organisation then the organisation needs to beons$pe to this environment, which in
turn affects the style of its leadership. Quiteimcapital market forces are at play. The
producer (the school) is dependent on the conssnmeréds and demands (a caring yet
goal and objective orientated organisation) anahiturn responsive to them (through a
mix of transactional and transformative leadershipdadership here is not about an
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individual's ideals, beliefs, or even personal etyihstead it is about providing what is
necessary on order to satisfy the dominant forced major stakeholders of the

organisation.

This brings to the fore the issue of power. Acaogdio Fennell,

Foucault conceptualises power as disciplinary powsed to bring about
or force compliance (Fennell 2002: 99).

For Foucault power is always shifting, slipping, vimg. It is unstable and contestable.
Weedon (1987) argues that power structures rekttips of individuals within discourses
(Fennell 2002: 99). For Foucault power does naareate from one source; instead it is
located in discursive fields. So in this sense poweinstable and able to move freely; on
the other hand it is bound by dominant forceshin state power does not move freely. It
is the first state of power that post-structurainif@sts embrace in leadership and
management theory, as this shifting unstable sefs@power is closely linked to

transformative leadership characteristics such Bgngy credence to inter-personal

relationships, giving, caring, responsibility armhsitivity to others.

Many women in school administration view power asing multi-

dimensional and multi-directional, and encouragep@nrerment of all
organisational members through the developmenowincunities based on
collective values and actions (Fennell 2002: 100).

Fennell goes on to argue that post-structural aeslpf power better help us understand
how these multi-dimensional and multi-directionaéws of women’s power can both
empower and constrain. | would take this a stephéur and argue that it helps us
understand multi-positional aspects of women schlesalers. Post-structuralism invites us
to give voice to a greater range of resistant sulesitions for women while at the same
time recognise the complex and deep configuratdmower in the sets of meanings at the

heart of the organisational and social practicekiwiwhich we all participate.
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In the case of this research the multi-positionat tthe woman school leader holds
perpetuate and reproduce the school's organisatisinacture, culture and practiced
norms. They are not liberating or empowering. Hosvethe positions she holds and
perpetuates can be considered successful in thabyhleading in a way that supports the
school’s organisational structure and culture stowiges the stability and continuity that
the external environment, a dominating force arithémce in the school, demands. The

discursive space is the multi-positional and catittary stance of her leadership.
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Chapter 5: Conclusion

5.1 Findings

The purpose of the research was to explore the@uatise(s) of a woman school leader, in
the context of a school’'s culture and practicedmi(the wider social power), and to
investigate the discursive space and its relatipnglith the organisation she works for.
Discourse was analysed to reveal power relatiormswdman school leader and show how
the discourse reproduces, perpetuates, challemgedradicts, and disrupts the power

relations within the organisation.

In examining the power relations - social, instdoal and situational - that shape the
discourse and its discursive space, one need®selglexamine the context in which the
discourse is produced to determine what power ioglstthe discourse is serving to
reproduce. In order to do this several bodies ebth needed to be examined to form the
basis of the research. This included: educationahagement and leadership theory;
research on women and leadership; feminist posictsiral theory, to establish the
paradigm of the study; and critical discourse asialya research tool in the linguistics
realm, as the method of the study. These do noinfii a neat or necessarily tight
framework and this is not their purpose in thieegsh: the purpose is to inform and build
a basis from which a woman school leader's diseoteis be analysed.

Critical discourse analysis is distinctive from athforms of discourse analysis for its
stance on the relationship between language anétgonamely discourse is a social
practice. If discourse is a social practice thenabntext from which the discourses is lived
becomes crucial to the analysis of the text. Onesdwt analyse the text alone — instead
this can become secondary to the wider play ofvileeds; it is not what the words
represent but the environment and context in wiiiehwords were produced and how the

message is given and received. Therefore, corgexticial.
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There is much that we can analyse when looking dttew language: notions of
coherence, clause relations, textual patterns, stoetheme, tense and aspect, lexical
cohesion, and text-organising vocabulary, withehsr/reader engagement processes.
When analysing this data | have borne in mind twgadrtant standpoints: firstly; the
research realm of this paper is in the field of eggment and leadership, not linguistics;
secondly; not everything described in a discoursdyais is relevant to or may have any
immediate applications of leadership practices. ihtawaid this, the more we can learn
from how critical discourse analysis may come tedshight in the field of gender,
language and its impact in the field of Educati@adership and Management, the wider

the scope for future studies.

The organisation in which the discourse residesmédes Bush’s (1995) open formal
systems models of educational management and krapeiThe organisation is sensitive
to its environment, both human and organisatiomakuch an organisation the leader is
expected to play an active role in policy makingd athe decision-making and

implementation processes that follow this. The éeadecomes a focal point in the
institution that symbolises the schools organiseioculture, values and norms. The
fundamental characteristic of this model is theaaigation as a "hierarchal system in
which managers use rational means to pursue agaadd" (Bush 1995:29). This is seen
through the research participant's use of positianghority to attain her goals and
reinforce the hierarchical nature of formal modé&lbe text places importance on the
official structure and value given to the systerhthe organisation, emphasising the goal-
seeking nature of the organisation with importagieen to rationality. Yet collegiality is

at play as well.

There is a tension and contradiction in the disseuit appears collegial but at the same
time reinforces the above characteristics of amdpamal models. This tension can also
be seen in relating the context of the discoursthdéoorganisational culture and values in
the conflicting metaphors ahe familyand the machine. The desire is thdéamily of

collegiality but the reality is that the discourserpetuates the formal model. This can be
clearly seen in the metaphor of the machine whatiemal goal seeking, and attainment
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along with deference to positional authority to weesthe official structure of the

organisation and its culture are reproduced.

If the purpose of feminist theory is to enable ldiery practice (liberal feminism),
confront the existing oppressive patriarchal systdmadical feminism) or to challenge
structuralism to allow for subjectivity of contrations (poststructuralist feminism) one is
forced to question where this research fits. Itlhesn argued that this research lies within
the feminist post-structural realm, as it is thestens or formal versus collegial models of
leadership that the text represents that leadeecaontradictions that a post-structuralist
space not only allows but celebrates. It enabletial and contradictory discourse of
collegiality and a metaphor dfie familyto exist and function with formal models and a
metaphor ofthe machine This is indeed the very contradiction upon whitie
organisational culture, values and practices anaded and so it is the discourse that is
reproducing these underlying organisational powkationships. This contradiction creates

the multiple positional and contradictory stancéef leadership.

5.2 Limitations of the research

The critical nature of this research suggests adedul richness of how leadership and
language are bound to each other and yet areudiffic incorporate alongside each other.
It is the very critical nature of the researchlittieat, while creating depth, constricts and
limits it at the same time. The intersection of thdies of theory of post-structuralism,
feminism, the method of critical discourse analysisl the contextual analysis of models
of Education Leadership and Management intersech @ther, and are interwoven at

different levels throughout the research.

A larger sample size of documents, not participantaild add value and greater depth to
this kind of research. However due to the sizenisf $tudy it was not feasible.

Caution is needed against simplistic notions of wonbeing able to choose between a

range of options. For women leaders it is not symgpfalse consciousness, which can be
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altered with some feminist education; it is nothaice about being liberated or oppressed.
Rather it is a choice between being ‘okay’ and ¢eineird’, between being on the

margins or in the centres — albeit the marginalsautres reserved for women.

This then leads to the question whether a fempuast-structural focus on the discursive is
any less pessimistic and deterministic than a shdic liberal feminist concern with the
social structures and the roles that come withdtfi. Post-structuralism does however
suggest that a focus on the discursive productfosubjectivities does offer possibilities
for how as researchers we can construct new supgesitions which resist the dominant
subject positions. In that we understand womenaaiowsly positioned, the possibilities
for resistance are multiplied as we reconsider woras powerful. Once we construct
women as powerful in the ways in which we talk abthem, we enlarge the possible
discourses on women and thus the range of subjsitigns available to them in practice
(Jones 1992). While much literature on women scheaaders positions them as powerless
it is possible that such positioning has had twot@alictory outcomes. Firstly they have
alerted readers to the oppressive reality of baimgpman school leader while at the same
time contributed to the ongoing conceptualisatibmomen as ‘victims’ of the suggested
patriarchal nature of organisational leadershipeyThave also maintained the dualism of
masculine and feminine differences as well as umgily perpetuating the silences of

women’s experiences as school leaders.

5.3 Significance of the research

The significance of this research lies not so miacthe findings as in the possibilities for
future research in this field. The use of a postettiral stance to frame an analysis of
language and the use of leadership and managemsmtytto analyse the context from
which the language is derived is a way of betteteustanding the many positions women
leaders hold and negotiate in their professionalisli With a more informed and intelligent
understanding of how multiple positions of leadengact on the organisational culture

and practiced norms we can better understand heeudiive space can create or
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perpetuate resistance and result in a critical rosgéional culture creating the space for

self and organisational improvement.

The methodological significance of this researctoishow how a woman'’s discourse can
be analysed to gain deeper understanding of hosudiive spaces in leadership and
management theory in an illuminating way. Thusyitcal point in the research process
involves acknowledging and validating the manyeatiéht ways of knowing and making
sense of an organisation, its context and howpkicts on the language used by leaders.

One of the intentions behind this study was todsetinderstand the way in which we
create meaning and value in our lives from theafdanguage. While organisations may
not be transformed through this research, the psog&carrying it out, of paying attention
to a woman leader’s language, contains the poteatiampower leaders to analyse the

way in which language is used to create intendeduaitended meanings.

The purpose of this research was not to produceetao$ findings from which
generalisations could be generated. On the contiarys a small case study that
demonstrates how one women school leader negotiatt®ccupies the discursive space

and it relationship to the wider school context.

According to Walkerdine (1991: 4) women are not:

Unitary subjects uniquely positioned, but producas a nexus of
subjectivities, in relations of power which are stamtly shifting,
rendering, then at one moment powerful and at amqtbwerless.

If we begin to look at women leaders beyond jushdeocialised into their appropriate
gender roles and instead how they position therasend how they are positioned, it
makes it hard for them to pinned down as one tbingnother: as powerful or powerless,
as passive or active. While this may seem conti@aidt does offer a set of meanings for

understanding/construction as gendered subjectseTdre various discourses operating on
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women and leadership at a particular point in timéch open up conceptual and material

possibilities within the available discourse anscdrsive spaces.

What are these discursive positions that are @eiland taken up by the participant of this
research? The participant establishes her positarthority through the identification and
knowledge of the organisation’s culture and practicnorms. It is important to
acknowledge here that while the participant care tag the multiple subject positions
available to her they are still inevitably infledtevith the wider organisational power
relations as positional authority. Hence the domircganisational leadership position is
not interrupted, instead perpetuated. However dogakorder within which organisational
leadership roles are discursively constructed txonsistent. It is the gaps — the discursive
spaces - that let the possibilities for developiew ways of seeing and understanding how
women lead. Davis (1989) argues how subjectivitydssimply a cognitive choice from a
range of possibilities (although it might be). Stmes that many times individuals are
unlikely to take up alternative subject positionghe prevailing ones. This is because the
dominant subject positions are embedded in setsm@dnings which define what is
‘acceptable ‘ and ‘ordinary’ and what we might tale granted. The alternative or
oppositional positions are not usually seen asralalsi — or even possible alternatives.
This research has been about attempting to opesuchp spaces by offering a wider range

of possibilities of how we examine women leadersedacation.

Post-structuralists question how power is lookedPaiwer is something uneven and is
understood to produce as well as impose conditidrexperience. To post-structuralists
patriarchy is not a structure whose primary expoesgs repressive power, instead it is
reconceptualised as something more fragmented,nttatised and unstable (Cocks
1989:209). Women are not seen as passive agethts patriarchal order, instead they are
subjects through engagement in/of various disceuvgleich constitutes their particular
lived context. Therefore it is the discourses, ats ©f meanings, which operate in
particular context through text, images, practicasd institutional structures, which

constitute the possibilities for practice. Discuesispace is the various ways in which
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people live these possibilities. Post-structural@iiers us a way of examining something

in a less fixed and non-rigid way. It opens up m@ssibilities.
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