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ABSTRACT

This study explores educational leadership devedspinand social change
strategies pioneered by one programme, the Edwedtid.eadership
Management and Development (ELMD) programme ofithversity of Fort

Hare. The programme seeks to model a way of deingal and educational
transformation through educational leadership dgrekent. Conceptually,
the model was meant to draw together a number ofabn stakeholders
operating at various levels of the schooling systemundergo the same
programme of leadership development. The programamricipants, who
included district education officials, schools pipals, members of school
management teams, educators and members of Sclova@rihg Bodies,

were to enrol as teams. They would work on legynasks that were both
academic and practical in nature, with an emphasigexperiential learning
that leads to the creation of district and commumeétworks of partners,
development teams or forums and communities oftiggcas well as the

production and implementation of district and sdhli®velopment plans.

Informed by this conceptual position, the study wsgsuctured by two
underlying questions. First, whether the ELMD wasnventing educational
leadership beyond the traditional focus on prinisipi@ towards one that is
inclusive of other education stakeholders. Secohdw leadership
development as a vehicle for social and educaticmahge can be carried out.
The research process was guided by a multi-paragamspective which drew
heavily on the interpretive and critical scienceeotations. This led to the
crafting of research methods that looked for dag tvould assist in an
understanding of what was happening in the programams well as what

power dynamics were at play and with what consecggfor innovation.

The evidence emanating from the study suggestsr@muof possibilities for
consideration by future leadership development ranogne designers. First,

the ELMD programme delivery design shows what candbne to draw



participants from various levels of the schooliygtem, district, school and
community and teach them educational leadershiptieg in a mode that
mobilizes them for change. Second, how sociahd separating different
levels of the education hierarchy and status comnsciess may disappear
gradually as people are brought together to workasks of mutual concern.
Third, after a year of engagement with ELMD ideasl approach, the
participants in the programme appeared to haveestaa journey of self-
transformation towards becoming qualitatively difiet people who saw
themselves as teams capable of tackling educatiors@cial problems in their
schools and communities. These participants haplirbéo forge working
networks, but the extent to which these could keratterized as knowledge
ecosystems and communities of practice remains estigm to explore.
Fourth, that the current higher education accraditapolicies and practices
do not accommodate innovative learning approachiethe kind that the
ELMD is developing. In this regard, the ELMD exigeiced difficulties in
coming up with an assessment policy and practidégshnmeet the academic
as well as the practical developmental concernghefprogramme. Fifth,
programme instrumentalities and mandates that atenpplace do not, in
themselves, bring about change. The actual cheoges about through the
actions of human leadership capable of navigatetwéen structural enablers

and constraints.
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CHAPTER 1

1. Introduction

This chapter introduces the study. It starts Wfirgethe context, then moves
on to outline the focus of the study and my perbor@ivation in undertaking

it. Next, | identify the research questions and goals of the study. The
research methodology is then outlined, coveringhsuadtical issues as
research design, my position in the research psoaed the site of the study.
| end by giving a brief overview of the other chexst

1.1 The Context of the Research

Following the overthrow of apartheid in South A&jca number of efforts

have been made, aimed at transforming society gire@ducation. New goals
of access, equity, redress, quality, efficiency at@imocracy have been
articulated at national level to reform all aspectsthe education system
(Centre for Education Policy Development, Evaluatiand Management

[CEPD] 2000:4). Within this context, the past diedias seen a growing
globalized focus on educational change. These baea variously referred

to as “restructuring”, “school reform”, “school efitiveness”, “school

improvement”, *“transformation of the schooling &mt, and others.

Dimmock (2002) has argued that all of these casutisumed under a generic
term that describes the many varied change sitgtb systemic and school

levels, namely, “restructuring”.

Educational change as restructuring has been lmasé¢de belief that for the
most part the changes in the schooling system oatuevels beyond the
classroom and the day-to-day experiences of learnAccording to this line
of thinking, changing the schooling system hasdaonahinly with realigning
relationships at system and stakeholder levelghdrSouth African context, it
has been argued that restructuring in the schoslstem takes place against
the background of an education system that wasnimed by years of
apartheid rule where “...relationships between conities and schools,



parents and teachers, pupil and principals, praisipnd officials have been
polarized” (McLennan 1997:47). It is for this reasthat restructuring has
tended to focus on a stakeholder model where tieeran emphasis on
relationship building among various stakeholdersthwa focus on such
approaches as governance of the system ratherctivarol; facilitation of

processes; participation and communication; cohafian; and negotiation

rather than rule compliance, among others.

The perspective on change described here lays eispba initiatives that
recognize interdependencies between key constite®r@nd role-players in
the sector and beyond. These have been encapkulaténcreasingly
fashionable concepts such akole schoglwhole communityand — more
recently —whole districtdevelopment concerns (Patel 2001). The idea of
wholeness connotes notions of system and interdigpee much like the
biological concept of an ecosystem. The studyriatmtes these concepts and

examinedowthey can be achieved.

1.2 Focus of the Study
Within this context, the study focuses on a newddéeship development

programme that

seeks to promote integrated whole school and whdikrict
development through the development and nurturfigamership and
management skills, as well as the cultivation othange-activist
consciousness in education organizations and stddehcommunities
(Dladla and Moyo 2002:2).

The ultimate goal of the programme is to impactearning and teaching, as

well as improve learner outcomes in schools.

The field of educational leadership is crucial innamber of respects. First, it
is generally assumed that ideas whole school and whole district

transformation are achieved through the catalydeadlership. Yet there is
little understanding of what kind of leadership iagles this and how it



actually happens. In evaluating the Imbewu EdocatManagement
Development (EMD) training in the Eastern Cape,diah(2001) argues that
while principals felt empowered, they were not aloldranslate the rhetoric
into meaningful statements about actual skills thagt learned. While EMD
training put emphasis on hands-on leadership andagement training of
principals, there was hardly any attempt to devetwher stakeholder
educational leaders. Scholar's point also raisesther issue related to
guestion of how theoretical knowledge and leadershills are translated into

practice.

The second main reason that warrants a focus aragdnal leadership is that
it has been identified as one of the areas of psid@al development need in
the South African schooling system (Department dtidation 1996; Prew
2003; Roberts 2001). In 1996, the National Depantnof Education in South
Africa commissioned a ministerial task team to mageposals for
developing, refining and institutionalizing a newppeoach to education
management that arises from the post-apartheidgioog for education and
governance. This, among other things, meant a raaxay from the technical
administrative functions of education managers p&dnning organizing
guiding and controlling, towardsgovernanceandleadership(Department of
Education 1996:15). The semantic debates betwearageanent, leadership
and governance are explored in Chapter 2. For tlogvjmportant point is
that the Task Team’s work was in the field of ediareal leadership and that
this field was one of the major areas of changedaif the new post-apartheid

government.

The third reason for the focus on educational lestdp relates to the national
concern about the need for leadership developnmigational Government has
placed a premium on leadership as demonstratedebgtate’s funding of the
parastatal organization, the Education Training Bedelopment Practices—
Sector Education Training Authority (ETDP-SETA).hel ETDP-SETA has
identified educational leadership as one of the kkjls areas for which



learnerships are to be developed in order to premotganizational

transformation.

The fourth reason that shows the importance ofdesdmip in South Africa is
that the South African Qualification Authority (SAQ has, in 2002,

established and registered a Standards Generatidg (8GB) for Education
Management and Leadership. The SGB’s mandate avdsvielop standards
for the qualifications of educators of the schoglsector, which comprise
school management teams, principals and educafiimmats.! The inclusive

nature of educational leadership as part of thegsesf reference of the newly
established SGB is also a perspective | focus dhisnstudy.

Following on the above, while the importance of eational leadership is
clear, the same cannot be said of what it actuma#lgns. Leadership, as Leigh
(1994:12) has argued, is a sophisticated conceph wany different
definitions. In an attempt to advance the notionther, Lambertet al.
(2002:42-57) propose a new conception of the tefirhey contend that the
problem with most definitions of leadership is thléy do not distinguish
betweenleaderandleadership For Lambert and colleagues, leadership is a
concept that transcends individuals, roles and \nehes. By ascribing
leadership roles and functions to leaders, leageratiions are reduced to
individuals, whereas anyone can play a leadersbip, rdepending on
circumstances. Within this conceptualization, tlaegue that anyone in the
educational community — teachers, administratoesemts, students — can
engage in leadershgrtions. At the heart of their definition is the notion tha
adult participants in an educational community wamk together to construct
meanings and knowledge that can be translatedoitons that can be used to
transform education organizations and communitigsis “new perspectives”
definition is callecconstructivist leadershjpvhereparticipantshiprather than

followership is the buzzword. In Chapter 2, | expl this controversy in

! Communication attached to letter of appointment of Profé¢$snnie van der Mescht as an
SGB member.



greater detail. Closely allied to the construstiveadership of Lambeet al,
are other perspectives @maredand collaborative or distributed leadership
(Harris 2003).

Related to the ideas of inclusive leadership iseamerging literature on
educating for leadership justideom a number of leadership perspectives and
disciplines. Writing in this frame of reasoningpcbran-Smith (1999:147)

argues that

...educational leadership — in all its dramaticaliffedent forms — is

inescapably value-oriented and political in naturkn this sense...
educational leadership and educational leaders tlwheteachers,
administrators, consultants, community groups, Hemnc
educators. parents, researchers, policy makers or othershawdss,

as activists and as agents in their individual eoliective efforts to

work for social change.

From Cochran-Smith’s statement, it can be seenetthatational leadership is
broadly conceived to encompass stakeholders beybadprincipal and

school-based practitioners. Viewing educationatl&ship in this way lays
the foundation for sharing, collaborating and dsiting the work of

leadership. However, such collaboration is guided values. Some
commentators (Miron 1996, cited in Brown 2004:8vé characterized
leadership as “the enactment of values.” This mmetmat the work of
leadership cannot be understood outside of theevahientation of those
doing the work of leadership. The emphasis of ¢nmeerging literature
(Marshall 2004; Brown 2004; Furman and Gruenew#@42 Shields 2004)

in this respect is on challenging the field of emtianal administration to
produce leaders who values show not only a comanttiesocial justice but
also who work towards achieving it. Furman and €aawald’'s (2004)

review of definitions of social justice is frameadterms of a critique of what
is seen as unjust social inequalities. In the IBédtican situation, the post-

apartheid educational policy goals of redress,tggaccess and quality can be

2 These writers were all contributors to the Special IsstigeoEducational Administration
Quarterly focusing oheadership for Social Justice.



seen as recognition of the need to correct thestices of the past. It can be
argued that it is difficult to achieve these goa#hout appropriately

orientated leadership.

There is therefore a need to develop leadershipapaion programmes
deliberately designed to address social inequalisccording to the social
justice perspective, leadership development prograsnmust not simply be
intended to offer paper qualifications. They mpsiduce leaders who are
change activists. This is in line with the ELMDOnking that the primary aim
of the programme is development rather than quaatibn. This issue is
discussed in Chapters 5 and 6.

From the new perspectives of educational leaderahgb the emphasis on
social change and transformation, there is a senaich this field is being
re-invented. Although my focus is on the developtr& collaborative and
distributed leadership for school and community ngfarmation, the
educational leadership for social justice is a raiive framework for
undertaking the study. | explore these ideas taide Chapter 2 and 3. For

now, it may be useful to trace the origins of gtisdy.

1.3 Personal Motivation for the Study

It has been argued that the choice of what to sway, therefore, what
sources to consult is a subjective act based owiduwdl motivation. My
choice of the field of educational leadership adl we associated issues of
social change reflect my belief, as an educatipmsthe power of education
to make a contribution to change from an unequdl @mjust society to one
that is equitable and just. | have often grapplétt the question of whether
change comes from within individuals or from ougsidndividually initiated
change assumes an active being who believes tr@tdtee is in control of his
or her life. In apartheid South Africa, it cannm¢ said the majority of
disempowered and disenfranchised people felt intrabn They needed

leadership to help them perceive that things caditferent and will improve



— a stance that will then induce collective actio@r is collective action
spontaneous? My problem with spontaneity is tha difficult to explain:

indeed, it is almost imperceptible.

Another major factor in my interest in educatioleddership for change has
been the influence of my academic background aadtigal experience as an
educator and education official at provincial levéh my working life, | have
observed that some of the best leaders in educatohnot received any
formal training in leadership and that some welirted leaders, in terms of
paper gqualifications, are some of the worst leademind. Indeed, even
outside of education, some of the greatest leadersave led social
movements that brought about change were not redgsdrained in
leadership. This raises an age-old question as&iher leaders are made or
born. My academic training has helped me to amalgad come to some
understanding of this problem. Related to thisipa@nd within the sphere of
academic and social life, is my long time fascimatby what Christians
(2000) calls the “dualisms” of the enlightenmenjet among which are

subject/object, agency/structure and theory/practic

With regard to subject/object, | have read worksclassical Marxists who
dichotomized the subject and object of change. @erspective in the
perceived dichotomy between subject and objedtasthe oppressed are seen
as objects of change in the sense that “experg’tisa oppressed as deficient
and disempowered and in need of emancipation. S$edhis way, the
“liberators” are the subjects and those being thibed” are objects. However,
as | explored these ideas more deeply, | shiftecoogition away from what
was essentially a deficit model towards seeing disempowered as both
subjects and objects of their own emancipationewéd this way, the issue
becomes one of building a critical mass of actersutjects who take action
to change their circumstances. In other wordsjgbee of capacity building
becomes central in this respect. The concern t beadership capacity

within an organization and community is a threaat tlans through this study.



The second dichotomy is related to that of agemcy saructure. In my early
years as an undergraduate | was motivated by thie @¥dhe great sociologist
Max Weber (Noble 2000; Beilharz 1991) who put fomvaan idea of a
voluntaristic individual capable of taking meaninigfocial action to change
his/her circumstances. In other words, for Welibe emphasis was on
internal processes of the acting individual intielato external environment.
The “external” here refers to society or a strugfwontext such as the social
relationships, policies, rules and regulations gwatern the lives of individual
agents. The gist of the debate in terms of myr@stein social change had to
do with the vexing question of social determinisersus individualization.
Later sociologists within the Weberian traditioomkahe argument further and
attempted to reconcile the agency/structure deldategxample, Anthony
Giddens (Ross 1991), when he put forward his argairtteat society makes
the individual and in turn, the individual makeisty. This study, as can be
seen in Chapters 5 and 6, has given me further iligterms of this debate, in
two respects. One is that change agency can tedtizoth to individual and
collective leadership action. The other is tharé¢hare aspects of structure
that can be seen as enabling change to take pladeother aspects as
constraining change. The challenge then is whaid kof leadership
knowledge and skills as well as what leadershipaciéyp are capable of
navigating their way around structural enablers aodstraints to achieve

desired results.

Related to the issue of what people know and donysthird academic
preoccupation, which concerned the theory/practeieality. In this

connection, one of my favourite writers was Maur@arnforth (1976) in the
seriesDialectical Materialism: Theory of Knowledgeln Volume 3 of the

series, Cornforth argues that knowledge or theorpes from practice. For
Cornforth, we gain knowledge by working out ideaisiag out of problems
of practice and we test our knowledge step-by-saep thus establish

knowledge by reference to the fulfilment or notfifiment of our



expectations of practice. Cornforth goes on tdirmtthree phases of the

knowledge development cycle.

(1) Social practice, the development of production aofl social
relationships, setting problems for theoreticalioh.

(2) The elaboration of theories arising from those [@ois, based on the
available experience, and the logical working duhose theories.

(3) The application of those theories in social pragttesting, verifying and
correcting them in the process of putting them se (Cornforth 1976:
155).

Cornforth’s three-phase knowledge development m®aaised a nagging
guestion regarding knowledge from books that doef amise out of the
reader’'s practical experience — the question of thdrethis is in fact
knowledge at all. This question is implied in myutlme of

acknowledgements where | and my colleague Nhlasgawere concerned
with why it seemed training interventions did noakea a difference in our
eyes. The answer perhaps lies in combining theatly practice. Some
writers (Osterman and Kottkamp 1994; Kolb and Feyd) have referred to
combining theory with practice axperiential learning. | have drawn on
these concepts both as co-designer of the ELMD iandtudying the
programme. Underlying Part 2 (Chapter 3) of therditure review is the
theory/practice debate as well as approachesitoriga especially of leaders,
that are based on experiential learning. The fwacéxpressions or lack of
these ideas in practice within the South Africamteat, are found in the
empirical evidence gathered from the study of th#¥B, the results of which

are presented in Chapter 5 and discussed in Chéapter

The sum total of my motivation, therefore, revohaesund issues related to
individuals within a given society gaining knowleggot for its own sake,
but in order to change their circumstances. Inpbst-South African former
homeland (site of the study) situation, this meargimstances of deprivation
and social inequality and change means strivingatds social justice by
working to eliminate those inequalitiesThe catalyst for that change is

leadership but the questionWghat kind of leadership should be produced for



what can be seen as a historic mission of a petmpéehieve social justice as

defined by the post-apartheid educational goalsarisformation?

1.4 Identifying the Research Questions

Given the apparent shift in leadership paradigrosnfone characterized by
hierarchical and bureaucratic leadership, duriredpartheid years, towards
one which emphasizes democratic, participatory sodal justice oriented
leadership in post-apartheid South Africa, and wmittee fact that leadership
development has traditionally taken place withird dar hierarchically and
bureaucratically oriented organizations (see Cha@)e the first research
guestion is:how is leadership developed for non-hierarchicallyoriented
and change oriented or learning organization® Related to this question is
another:how do whole schoolsand whole communitieschange through
educational leadership development?These key questions are set against

the conceptions of educational leadership as thepresented in literature.

To answer these questions | carried out this stutlythree goals in mind.

1.4 The Goals of the Research

* To investigate how educational leadership is camszkiand practised in
literature.

 To learn from one leadership development progranmow education,
through leadership, can be seen as a vehicle fuvob@nd community
transformation.

 To examine ways in which knowledge of leadershipag] skills and
values are translated into leadership actions.

To achieve these goals | designed a research projeche basis of my

assumptions about reality as well as about knovdealid its production. |

clarify these in the section on methodology.
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1.5 The Methodology

Harvey (1990:1) views methodology as the interfdomdween methodic
practice, substantive theory and epistemologicabeygmnnings. One
implication of this is that, in order to developngthodology that is consistent
with the research goals and questions or indeeddar to formulate them, it
is useful to clarify the researcher’s position wigigard to the ontological and
epistemological issues that underpin the researobheps. Van Rensburg
(2001), Guba and Lincoln (2000), Terre Blanche &nudrheim (1999) and
Connole (1993) give a summary of alternative reseg@aradigms, covering
positivism, interpretivism and critical science,athprovided a working
philosophical framework for this study. In Chapfen assess each paradigm
in terms of its underlying assumptions and beligf®ut The Purpose of
Research, Nature of Reality (ontology), Nature nbWledge (epistemology),
Relationship between Knower and the KnamdRole of Values in Research.

In working through the above conceptualizationgsaine to the conclusion
that for each of the assumptions and beliefs, therea great deal of

complementarity between the interpretive and @itiscience paradigms.
With regard to the purpose of research, for ingtamesearchers in both
perspectives concern themselves with understandiogal phenomena.

However, critical science goes further to promajeiy and the emancipation
of people. As Kemmis notes, one of the fundamestatting points for

educational research, which is informed by crititedory, is that research is
for rather tharabouteducation (Kemmisbid:155). According to this point of

view, the aim of critical educational research asttansform educational

theory and practice. Thus, whereas positivist aeters may view

educational reform and transformation as techniaatl those of the

interpretive persuasion see it as practical, @ilittbeory researchers contend
that educational reform and transformation are paifrtan integrated

participatory and collaborative research procesgyded to empower those

education to bring about change (Kemmis 1993:156h other words,
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research informed by this orientation is undertaieadvance social justice or
to fight injustice in the form of state sponsoreetquality, exclusion and
discrimination as was the case in apartheid Sotiticak society. | return to

the notion of social justice as it relates to leatgp below.

On the nature of reality, the ontological positiasfsthe interpretivists and
critical scientists assume reality to be multiptenstructed, holistic and
divergent. For critical theorists, in constructirgglity, such issues as equity
and hegemony within the social and economic sphefdi#e are always
embedded. According to this classification, wherbath interpretivists and
critical scientists view knowledge as socially domsted and context bound,
they differ on the purpose of that knowledge. Tdrener is silent on the issue
while the latter argues that the purpose of resesrciot merely to construct
knowledge but to use it to change the social angtmad conditions of life as
indicated above. For the purposes of this studynuétiparadigm approach,
drawing on insights from interpretivist, criticahetory, postmodern and
feminist perspectives was used. However, inquiag \primarily situated in
the cross-cutting issues between the critical selerand interpretive
paradigms. The justification for this, as pointad by Capper (1993), is that
each paradigm has limitations and the other panaglican ameliorate some of
these. It also serves as a way of valuing multywkeys of viewing a

phenomenon from differing epistemologies.

1.5.1 The Research Design

With the above philosophical positions in mind e tore research questions
which focus on thdiow, and the research goals which seelexplain how
educational leadership is conceptualized as well hesv different
conceptualizations lead to particular leadershipetigpment practices - | set
about the design of the study (see Chapter 4). Dgawn the work of Yin
(2003) and Gillham (2000), I concluded that thedgtlent itself to a case
study, designed with due consideration of Denscén{#9H02) ground rules

for good research. These rules are based on digregeeed assumptions by
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the research community about what constitutes geseéarch on matters
covering the purpose, relevance, resources, originality, accyrac
accountability, generalisability, objectivity, etisiand proof.All of these are

discussed in the methodology chapter.

In settling for a case study, | was not only influaed by the nature of the
research questions. | was also in pursuit of dnihe goals of the research,
which was tolearn how the practice of a leadership preparation @Eogne
can be a vehicle for social change. My intentiasuo learn from the single
case, the ELMD. Stake (2000:436) argues that @ stasly must be designed
to “optimize understanding of the case rather tameralization beyond.”

However, in undertaking the case study approackas aware of lack of
agreement on a number of methodological issuesatied out of differences
in views about the purpose and nature of case stugpmm, Hammersley
and Foster (2000: 5 - 6) have argued that thedaedeaquestions of whether
the results are generalizable or usable by oth&s.my aim was to learn, |
hope the findings will be used by future leadersigwelopment programme
designers and implementers. The other issue ha twith causality or
narration of events. Part of my aim was the lagerthat future intakes of the
ELMD could learn from what went on in year one bé tporogramme. The
third issue concerns authenticity and authorityhals been argued that a case
study can capture the unique character of a casw lsudied, where the
concern is not typicality but rather, to represgnauthentically in its own
terms. In studying the ELMD as a case, | have avolared to understand and
interpret what happened during year one in termghef consistency and
authenticity of what the programme set out to doaavay of representing it
as accurately as possible. The idea of accuracgean above, is one of the
ground rules for good research.
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1.5.2 My Position in the Research Process

The ground rules for doing good research were qdatily helpful to me in
resolving the ambivalent position in which | foumyself in this study. Right
from the outset, | was conscious of my dual rolghe research process as
researcher and leadership developerresponsible not only for the co-
conceptualization of the ELMD but also facilitatof one course (research
methods) as well as participating in think-tank d@rdinstormingsessions
designed to craft a new and social change orieatkdacational leadership

development programme.

As researcher, | declared my interest, even betbee programme was
launched, in participating in the ELMD as a proj@otmy doctoral research.
This declaration ensured that all the insider imfation | used in the research
was not by deception but was known to assist mgaret agenda as well as
the advancement of the new programme. My awarepéssy ethical
position (see Chapter 4) also enabled me to dyrenthmine contemporary
events as they occurred. This is another featae It think promoted the
accuracy of my interpretation of what | was studyirFinally, as | had access
to a variety of evidence, it made my case studi.ridAds Yin (2003) has
pointed out, one of the strengths of a case stidyg ability to deal with many
sources of evidence “documents, artifacts, intevgsjeand observations —
beyond what might be available in a conventionakdnical study” (p. 8).
This research utilized a variety of data sourceqoat that helped me
understand the ELMD from a number of angles. laiér 4, | characterize

this phenomenon as crystallization.

As a leadership developer who was also a researchexs able to exercise
reflexivity and inquire into my practice. In Chapt4, | discuss the idea of
reflexive methodology in greater detail. For thement, it is important to
emphasize the idea of reflective practice as a fofrpraxis, where inquiry
leads into generation of new knowledge, which imtis used to improve

practice. | experienced this during the coursemgf researcher/developer
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participation in the ELMD. In the process of myrtpapation, | routinely
probed into ELMD conceptual and roll-out plan issuevhich helped
highlight and, in some cases, clarify issues. Ht#sce helped address the
potential ethical dilemma arising out of my positibbecause both the
programme and myself stood to benefit from my do&. My full ethical
statement is in Chapter 4.

1.5.3 Site of the Study

The research was a case study of one leadershiglogevent programme
located in the Eastern Province of South Africa.he Tprogramme drew
participants from four pilot districts, three of wwh were in poor former
homelands where there were a number of challerggshad been the focus

of many development initiatives over the last decad

1.6 Outline of the Study

The study consists of seven chapters, includirggydhe. Chapter 2 is the first
part of literature review. This is followed by Giar 3, which gives part two
of the literature review. The first part focusas @volving conceptions of

educational leadership and the second on leadedskiglopment.

Chapter 4 outlines the methodology and researchoapp. It gives the

grounds and justification for carrying out the @sh the way | did.

Chapter 5 presents findings of the research. Agl#ia were collected used a
variety of data collection methods, a map for regdthe result is also

provided.

Chapter 6 reflects on the data and draws saliesoess and meanings from

them.

The last chapter, Chapter 7, gives a summary oitiede study, conclusions

and recommendations.
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CHAPTER 2:

Review of Literature Part 1:

Educational Leadership & Leadership Development

2. Introduction

A literature search on the phenomenon of educdtilmaalership reveals a
field on which a great deal has been written. Titeeature also shows that
leadership is a concept that is receiving increpattention in both theory and
practice as evidenced by universities, colleges,n-gmvernmental
organizations as well as government education ti®eats investing huge
resources in leadership development programmes, “Yewe [still] know
little about the realities and possibilities foadkers, leading and leadership in
educational settings” (Gunter 2001:1). Lookedtah ianother way, there is
need to investigate if, and how, educational lestdpr contributes to the
central mission of schooling, better teaching aahing. My central question
is: what perspectives guide the design and praofiteadership development
programmes and what are the underlying assumptiénusther, there are two
sets of compounding issues to this problem. Ortea@ssemantic ambiguity
around the term&eadership, managemeand administration. The other is
related to the fact that leadership concepts, asn 20 originate from the
corporate world, leading to questions concerningirtrapplicability to
education (Bush and West-Burnham 1994). In disngsbese issues, | will
show that the evolution of the theory and practitéeadership is associated

with changes in organizational theory.

The literature review is divided into two parts.helmain purpose of this
chapter, which is Part | of the review, is twofoldkirst, it is to situate the
theory and practice of leadership within an anesjtiramework and context.
Second, to understand leadership through an exigoraf the evolution of

the way it has been conceived and practiced in mmokiistory to the present

16



day. From this, extract key issues of relevandeddership development and
educational transformation. The chapter is divithd four sections, the first,
covering the analytical framework and context; seeond, the evolution of
theory and practice; the third, new conceptionsdicational leadership and,

the fourth, emerging issues and their implicatifandeadership development.

2.1 The Context

Following the overthrow of apartheid in South A&jca number of efforts
have been made aimed at transforming society tiredgcation. New goals
consistent with the new democratic order have ke#iculated at national
level to transform all aspects of the educationesys Within this context, the
last decade has seen a growing focus on refornatimgs encompassing a
number of objectives which compriadministrative restructuringequity and
redress democratic governancend curriculum reform (Fleisch 2002:1).
Mobilization of resources, human and material, glestl to achieve these
goals has been justified around the discourse afstormation, delivered
mainly through projects funded by international agkncies. This trend has
given rise to the tendency to conceive and practidecational reform in
terms of globalized approaches, prompting sometigicaeers (Ndlovu 2000)
to viewed this development with skepticism, warnithgit the approaches
become fashionable global discourses on educatiange to which the locals
have to adapt or perish. Castles (2000:1), howeadds a rider that the
discourse of transformation should be seen as thesis of the phenomenon
of globalization. He argues that social transfdramais both an integral part
of globalization and process that undermines . fdllow this argument, it is
important to outline briefly the phenomena of glidzation and then

transformation.

2.1.1 Globalization
Globalization is a much talked about modern daynphenon that has
manifested itself in virtually every facet of lisgound the world. Heldt al.

(1999 cited in Castles 2000:7) view globalizatios ‘a..the widening,
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deepening and speeding up of world interconnectedme all aspects of
contemporary social life, from the cultural to &v@minal, the financial to the
spiritual.” The idea ofnterconnectedness key to the understanding of the
phenomenon. Hallak (1998:5-6) has argued thatitiésconnectedness has

manifested itself in three main consequences oialsoganization:

1. The geo-political dimensionThis set of consequences has been observed
in flows of trade, investment and labour crossing globe, resulting in
fluidity of boundaries and borders losing strength. field of education,
policies seem to “depend heavily on world economsitciation global
tendencies and market needs.” The prevalence gfoaie ethos in
education, as will be seen below, is one examptaisftendency. As will
also be seen, of particular relevance in this sar@yglobal flows of ideas
and terms such aschool effectiveness, school improvementth
associated concepts @fhole districtand whole schooltransformation,
which have constituted the discourse of educatioestructuring across
the world, including South Africa’s Eastern Capeotlgh donor-funded
western aid agencies.

2. The cultural dimensianTwo contradictory processes have been identified
as characterizing this dimension — “standardiz&teord “diversification”.
The former is seen to produce similarities in theényy conditions of
society, for example, clothes, eating habits, tifies, languages and other
cultural habits. Education as a vehicle for caturansmission is no
exception.  Global curricular frameworks such astcOmes Based
Education (OBE) provide such an example. On thkerothand,
diversification, Hallak argued, is a manifestatioh resistance against
standardization to preserve identities and rigiitthe less powerful. In
this way globalization tends to encourage the eererg of isolated
societies that take refuge in traditional or locedgional, ethnic or
religious groups. This, in turn, preserves mudtifdcets of society and

thus promotes access to the diverse features olvtiniel heritage. The
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point here is that although -cultural globalizatiomay appear
overwhelming, its impact is never total.

3. Segmentation of countries and societi@ree types of players are
identified in this respect: “those who globalizetntrol capital, resources,
knowledge and information, while “those who are bglized” are
basically consumers of products produced by thbajivers. Developing
countries such as South Africa fall into this set@ategory, as can be
seen by a proliferation of global concepts andtetjias for educational
change originating from the western world that ‘@@nsumed” locally.
Then there are those who are said to be “outsidglabalization”.
Perhaps many of these are found in the so-callestorigally
disadvantaged deep rural areas of South AfricaeyTdre seen to have
litle or no access to global information and knedde “...with little
absorptive capacity as consumers and no relevanpeotluction” (p. 7).
They do have their own knowledge systems, howewnbich are, as yet,

largely untapped.

Although globalization can be seen as the centialng) force behind major
economic, cultural, social and political changeeaing the world’s people
today, it has also been seen teansformative. As Castles (2000:9) has
argued, by integrating virtually all countries intarger global systems,
globalization brings about social transformatiortsa#l levels, including

education.

2.1.2 Education Transformation

In post-apartheid South Africa, education transtion goals discussed in a
number of works (CEPD 2000, 2001, 2002; Fleisch22@ show that there
have been numerous efforts aimed at restructuriigally all aspects of the
education system. With regard to management aadkefship, which is the
focus of this study, one of the early works, whagipeared two years after the
attainment of democracy, was the Department of &filut's Task Team on

Education Management Development (EMD). The Taskni argued that
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“education management development is the key tmstoamation in
education” (DoE 1996:8). This view is aptly cagiiby the title theme of the
Task Team Report “Changing Management in order sm&dge Change in
Education”. More recently, and from the point a¢gdw of policy imperatives,
the National Department of Education Implementatilan for Tirisano:
January 2000 — December 2004 lays out two stratdgectives on leadership

and management. These are:

* To ensure that all schools have the leadershipnaaigagement with the
vision and sense of purpose to promote and enHaan@ng and teaching.
» To facilitate the establishment of a leadership eltgwgment and
management training programme for school managenearhs. (DoE

Tirisano Plan)

The problem is that these mandates assume thae tleera shared
understanding of what is meant by leadership andagement. Another
problem is that the plan focuses on leadershipnaamisagement at school level
and does not outline clear goals and targets foatsng it within the context
in which the school is operating, for example astrast level. Global
transformation approaches, as will be discussedwpelay emphasis on a
holistic outlook and contextual factors. In terofsthe conceptualizing the
transformation agenda in the education sectoretieera need to understand

the organizational frameworks in which these agsradta framed.

2.1.2.1 Organizational Transformation

The plethora of education policies that are aimedransformation have

tended to focus on systemic or organizational lethange and to overlook the
role played by human agency. However, the TasknTRaport depicted the
human agency at the centre of any transformatiojegtr when they state that

The task of transformation is greater than recaositig the systems
and structures which sustain any society. It megua fundamental
shift in attitudes, the way people relate to eacheio and their
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environment, and in the way resources are deplaypedichieve
society’s goals (Department of Education 1996:11).

Over the years, however, this realization has ténefade as the post-
apartheid state has continued to “pump” a barrdgmlicies into the system.
Two key ideas can be extracted from this quotatiorOne is that
transformation must move beyond restructuring systand structures. The
other is that it requires a change in people’s eoelws and the way they
behave. It is about people taking action to makédfarence in their lives. In
other words, the reform policy initiatives introdutc by the post-apartheid
government constitutes only one side of the egnatithe other side concerns
what happens to transformation policy mandates wheg “hit” people in

education organizations within the education system

To explore this idea further, Sergiovanni’'s (2006 of thinking is useful.
Sergiovanni puts forward the conceptslitdworld and systemsworld He
argues that the lifeworld of a school consists afture, meaning and
significance while the systemsworld comprises insgntalities, management
systems, mandates, etc. For Sergiovanni, it vailllbe possible to transform
schools, nor, | add, an education organization sashthe district, if the
“...lifeworlds...are ignored” Ipid. p. vii). According to Sergiovanni, school
transformation is about paying attention to howep#s, teachers and students
define and experience meaning. However, whilditaeorld is seen to be at
the centre of the transformation project, it is @atpuimportant not to ignore
the systemsworld. Sergiovanni (2000:1) stresses nied for achieving
mutuality between the lifeworld and the systemsdasd there is a dialectical
relationship between them. Following this viewhave depicted this idea in

Figure 1, below.
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Systemsworld
(instrumentalities,
systems, structures, etc.)

Lifeworld
(culture:beliefs,
norms, values, etc)

Figurel: Model of Education Organization Transformation

As indicated above, available evidence in the S@itican context (CEPD
2000, CEPD 2001, CEPD 2002, Moyo 2003) shows thathprogress, in
terms of transformation policy initiatives, has beehieved with regard to the
systemsworld and very little on the lifeworld siofethe equation. Paying due
attention to the lifeworld, as Sergiovanni (2008} largued, is about “getting
the culture right”, an idea that links leadershighwculture creation. As
Hargreaves argues, “Culture carries the communityssorically generated
and collectively shared solutions.... It forms aneaork for occupational
learning” (Hargreaves 1994 quoted in Crowther, Hand McMaster 2001:3-
4). Crowtheret al go on to illustrate the notion of leadership a#ture
building, an idea seen as exemplified by Cathaliccation. Crowtheet al.
argue that the Christian message transmitted throQgtholic education
represents a “spirit of leadership”, an attributattwas seen to enhance

effectiveness and learner performance.

In similar vein, Fullan (2002) argues that enduramgsustainable change and
capacity to change come from leadership that deedigger picture, moves
beyond performance standards and, through peapdeges in reculturing the

organization. He writes that:

Reculturing is name of the game. Much change nscttral and
superficial. Transforming culture — changing wipsgople in the
organization value and how they work together tooawplish it —
leads to deep lasting change.... There is no steftdyy shortcut to
transformation; it involves the hard, day-to-dayrkvef reculturing
(Fullan 2002:3).

Within the South African context, this idea is ‘Sgnc” with the Eastern Cape

Department of Education’s Imbewu 1 Model for schdelvelopment and
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transformation. Transformation, according to Imbetegins from within. It
must of necessity begin by changing individuals.

...we begin the school transformation process by itapkat each
individual, and by searching for ways to enablenth® grow a
collective spirit that would reshape the cultureyvigorate the
atmosphere and redefine relations at the schookt€Ea Cape
Department of Education, Imbewu Project 2000:3).

Given this thrust, and if educational leadershipoisake its place as the key
driver of transformation, the process must residend be spearheaded by
people. How this works out in practice is the ieg of this study, in terms of
discourses, concepts and practices in real liigasdns. Empirical data to
address this question will come from examples @erifrom an examination

the ELMD experience.

2.1.3 Holistic Approaches to Transformation

Education transformation projects, such as the WSAlnded District

Development Support Programme (DDSP) known asditieole Project, and
the DFID funded Imbewu School Improvement Projaaie over the last five
years positioned themselves as among major partfetise Eastern Cape
Department of Education working with it towards tlaehievement of

education transformation goals. The two projeatsehdefined their approach
as holistic in nature, believing that enduring transformaticam conly be

realized through improvement at school and disteeels, and indeed, all
levels of the education system. The importancéhalistic approaches to
educational transformation, especially school imatmn has been
demonstrated by research elsewhere. Crowghed (2001:5) have argued
that holistic factors such as “...shared beliefsarcigsion, effective processes
of professional learning, external support systemsstructured work

environment...and an emphasis on pedagogical pregiphre some of the
key factors contributing to successful innovatiori&.oject documents of the
two projects give detailed conceptualizations ofistic approaches using

notions ofWhole DistrictandWhole Schodiransformation.
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2.1.3.1 Whole District Transformation

The DDSP in South Africa has crafted its reformpsarp programme around
the idea of whole district transformation. The D®D$ut forward a strong
argument for helping the education district deveillajp a nexus for school

improvement, arguing that

...the subsystem (the district) is the strategic pofrnliaison between
the central government and provincial departmemftedoication and
the school... [It is] the way [the district] is comprised, ifanctions
and roles, its management and its vision and the itvaperates, its
limitations and possibilities that is pivotal to csessful school
improvement (Chinsamy 1999:2).

The Isithole model’'s conceptual framework seekfiaomonize district and
school development through the creation of DistHBapport Teams (DSTs)
with a shared vision, responsible for supporting fithools in the areas of
Management and GovernanceCurriculum & Support Servicesand

Specialized Education Service3.he DST would work with the schools in
collaboration with School Support Teams (SSTs)exvise the work of the

School Governing Bodies (SGBs), School Manageme@ms (SMTs) and
Educator’s curriculum. In this way, the transfotiba was seen as being

delivered through whole district and whole schdnl&ures and systems.

Whole district transformation, according to this nceptualization is
characterized by four key elements. First, is th& systemicin the sense
that “...transformation in one area requires concantitthanges in related
areas” (Chinsamibid p 4). It must also be coherent in that all aspetthe
system work together in such a way as to optimesources at the district
level. Second, it idemand-driventhat is, stakeholders throughout the district
have to want the transformation to take place.rdrlii isrelevant and locally
owned. The demand for transformation will be based onaxesh vision that
articulates an informed understanding of wherevihele district is currently
and where it is headed. Fourth, whole districngfarmation must be

learning-driven and information based his relates to the ethic of continuous
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research and learning on the part of all practgisrand how best to facilitate
it.

2.1.3.2 District Office Model for the Eastern Cape

Operating in similar vein the ECDoE has adoptedstidt model inspired by
a holistic perspective on transformation. The EEDwmodel of district

transformation depicts structures and systems dahatnot only holistic in
outlook but which also show the central missioredfication as “Optimum
Learner Performance”. These range from stakeholdemmunity

involvement in vision crafting, through professibrmevelopment structure
supporting and processes embodying in-serviceimigim the curriculum,

aimed at achieving effective teaching and learnitaqy, EMD geared at

developing self-managing schools.
The model speaks to the goal at hand, which isttsform

...almost every aspect of South African schodlsequiring] a
paradigm shift...of District Office; from a centradd, authoritarian,
bureaucratic, monitoring and controlling approashatdecentralized,
collaborative, developmental, school focused tegpraach (P.E.
District Office Task Team 2001:8).

The new paradigm education district model is digid®o two main arms of
delivery, the Corporate Services and Education S8upervices. An
interesting arm is that of Corporate Services.wduld be informative to
investigate how this conceptualization is influeshty business ethos as well
as how its actual operation is guided by this ethhevertheless, the stated
goal is to achieve a well functioning “ideal scHo@.E. District Office Task

Team (2001) which the district is there to serve.

2.1.3.3 Whole School Transformation

The Imbewu 1 Project lays great emphasis on eléibgréhe notion of whole
school development. The ideas of “wholeness” amldolesome” are at the
core of their model of school transformation. Tamument goes that

“wholeness” and *“wholesome” conjure “...notions of llfess,
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comprehensiveness, collaboration and communitycalls attention to the
nature of the school as an organic entity where itall parts play a
complementary role in seeking the survival of thkole” (Eastern Cape
Department of Education, Imbewu Project, undated:11Within this

conceptualization, the school is seen &saaning communitymore about this
idea in Section 2) where learning and developméndllostakeholders are

nurtured.

How educational leadership creates whole distriod avhole school
transformation in the South African context, and iomgplication, what
leadership development programmes are appropriaitéhis agenda, is the
focus of this study, and it is against this dissugscontext that the main
investigation kicks off. The argument is that tleadership development
strategies and practices are shaped by two fadist:the context in which
they are framed and, second, the prevailing cormeptof educational
leadership. An appreciation of these points igialuo the achievement of
stated education transformation goal¥he underlying question, in this
regard, concerns the need to explore the nature @fducational leadership
that underpins successful educational transformatio in the foregoing

context, hence a focus on leadership developmentatkegies and practices.

Having outlined the conceptual framework and caontéxvill now turn to
evolution leadership discourses and associatedeptgicand assess how they
have manifested themselves as well as their retevéor the South African
transformation agenda. The assessment is strdctarewo perspectives as

discussed below.

2.2 Understanding Educational Leadership: An Overiew of
Leadership Perspectives

The temptation to start a review of leadership lying a definition is
compelling. However, the more | read around theictdhe more | am

inclined to shy away from starting with a definitio | agree with
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poststructuralist discourse analysts who view digbims as derived from the
context in which they are formulated and the hismirwhoever is giving the
definition. There is, therefore, a sense in whidmeaning derived from any
definition should not be seen aace and for alllabel. The meanings of
words, as Capper (1993:25) argues, are “shiftinggeding, fractured,
incomplete, dispersed and deferred.” Arguing irsiailar vein, Gunter
(2001:45-48) views any definition as a way of pgosing oneself within a
field of study and declaring one’s purposes abeaiding and leadership.
Two ideas can be derived from Capper and Gunterspgectives. One is that
definitions are not absolute. They are represiemgiof a version of reality at
one point in time and thus it is possible to inigege and reveal the contexts
in which they are produced and the associatedasiter Second, the meaning
of words cannot be separated from linguistic powdrich Weedon (1987
qguoted in Capper 1993: 25) refers todascursive fieldor “competing ways
of giving meaning to the world and of organizingcisb institutions and
processes”. These ways consist in determining wihats as true, important
or relevant, what gets spoken and what remainsidinsaAccording to
Weedon, herein lies the authority of language tlu@mce what is viewed as

“natural” or “normal” in language.

Looked at through these lenses, what is usefu mdve beyond definitions
and not only examine the evolution of how a condsptharacterized over
time but also the associated interests that go patticular conceptions. This
should help in gaining an understanding and crig@ current practices in
leadership development efforts. In this sectiamillitherefore embark on this
journey of understanding by tracing the developmentthe conceptions of

leadership.

| now trace the genealogy of educational leader§tum its “ancestry” of
classical management through to the emergence wfcomceptions of the
phenomenon. | argue that the evolution of the eph@nd practice of

educational leadership can be categorized into twoad camps, the
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traditional bureaucratic-managerial perspective and the emerging
learning organizations perspective The former has its roots in the work of
Weber (Beilharz 1991) which, emphasized hieraraiy positional authority
of an individual leader. The latter as WheelerO@0notes, is influenced by
significant changes in organizational theoriesfroierarchical bureaucratic
approaches to notions of a “virtual workplace” cwerized by operational
structures that are flat, with “interdependent reks of people, teams”
(Wheeler 2000:3). Figure 2.1 below gives a coneappicture of this

evolution.

Bureaucratic-managerial

Learning organizations

A

Scientific management Constructivist leadership
v i LY .
Human relations Distributed leadership
v v
Individual characteristics Leadership for social
justice
The trait approach

Styles of leadership
Situational or contingency approagch
Transactional leadership

Transformational leadership

Figure 2.1: Perspectives on leadership

In Figure 2.1, it can be seen that under the bueresic-managerial
perspectives there are three strands, shentific managementhuman

relations and one which | call thendividual characteristicsfocus, which

3 Although it can be argued that transformational leadersdn be seen as post-bureaucratic
in purpose, | believe that it still conceptualises leaderskiima more formal framework in
which the role of the individual leader is central.
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incorporates “the trait approach”, “styles of leesthep”, “situational or
contingency approach™, “transactional leadershigiid “transformational

leadership”. Each perspective is outlined in gredetail below.

2.2.1 The Bureaucratic-Managerial Perspective

There are three strands characteristic of the laratic managerial paradigm
to educational leadership, which are closely assediwith the development
of organizational theory. Some writers have désctithese as the traditional
approach (Sergiovanni 2001; Hoy and Miskel 1996mhart et al. 1995).
The traditional view lasted from about 1911 to altbe late 1940's (Hoy and
Miskel 1996; Watkins 1998). This approach encorspaslassical scientific

management theory and the human relations approach.

2.2.1.1 Classical Management

The bureaucratic-managerial paradigm of leaderslaip its roots in early
organization theorists such as Fredrick Taylorssagl on scientific
management. It was in the early twentieth centumgn Taylor's managerial
theory held sway. There are four main elementsitbapproach. One is the
idea ofefficiency based on Taylor’s belief that workers could be progned
to be efficient machines of production. In timedanotion studies (Barnes
1949 cited in Hoy and Miskel 1996:9), Taylor and Iwllowers sought to
demonstrate workers’ physical limits and fastesthoé for performing a

given task so that they could achieve high prodiigti

The second dimension of the scientific managemeprcach focuses on
management functions which Fayol saw as encompassimdanning,
organizing, staffing, directing, coordinating, refiag and budgeting or
POSDCORB (Sergiovanni 2001:4-7; Hoy and Miskel 1906 For Fayol, a
manager’'s job is to ensure that business operatames well planned,
organized and coordinated so that workers do theik according to the rules

of the organization.
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The third element is that alivision of labour, which was seen as an essential
and necessary aspect of management. Accordirgstoiew, the more a task
could be broken down into its components, the mepecialized and
therefore, more effective the worker would be imfg@ening the task. Once
broken down, tasks could then be grouped into fhlag could further be
categorized into departments within the organiratio

The organization itself, according to theoristshis school of thought, was to
be so structured that there was a clear hierarchpan of control a fourth
aspect of the theory. The idea of span of conteéérs to a number of
workers supervised by a manager with power andoaityhflowing from the
top to the bottom within the organization (Hoy avgkel 1996:10). Taylor’s
ideas were influenced by his primary concern teaade the technology of the

workplace.

2.2.1.2 Human Relations

The scientific management approach with its prepatan with control,
productivity and efficiency lost sight of the humealement in an organization.
This gap was addressed by theorists whose writiage come to be known
as the human relations approach. The human netatipproach focused on
the human side of administration. Through a sesfesxperiments described
as the Hawthorne studies, researchers in thistivadsought to investigate
how human factors in a business organization wela&ed to productivity.
They examined such issues as tiredness, length ooking day, worker
attitudes, working equipment and time of the ddwg. short, the Hawthorne
studies systematically questioned many of the basstumptions of scientific
management in which the human aspect of an ordgémzdid not feature
strongly. Hoy and Miskel (1996:15) summarize thenaiusions of the
studies:

* Economic incentive is not the only motivator. lact, non-economic

social sanctions limit the effectiveness of ecormimcentives.
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* Workers respond to management as members of amiafgroup, not as
individuals.

* Specialization does not necessarily create the miffisient organization
of the work group.

* Workers use informal groups to protect themselvgairst arbitrary
management decisions.

» Informal social organizations interact with managein

* A narrow span of control is not a prerequisiteffeaive supervision.

* Informal leaders are often as important as forrapkesvisors.

* Individuals are active human beings, not passigs @ a machine.

While the human relations approach was seen as riemgoin terms of
recognizing the primacy of the human agency in oigdional structures, it
was criticized by some theorists (Clagkal. 1994 quoted in Hoy and Miskel
1996: 15; Braverman 1974) as ultimately a managérntml designed to
manipulate subordinates towards the achievementrgdnizational goals.
The preparation of managers that is influenced bgsé perspectives,
therefore sought to help them design approaches ¢haouraged the

involvement of employees in forms of participatamgnagement.

2.2.2 Individual Characteristics and Roles

The second group of theories falling within theditianal approach is that
which focuses on individual characteristics andesobf individual leaders.
These cover the trait, situational, transactionaid atransformational
approaches. Although the last two, transactiomal tansformational are
fairly recent, | have categorized them as tradéldrecause they share similar
features with scientific management and humaniogiatin the sense that they
emphasize “organizational activity associated vpitisitional authority...and
narrowed the application of leadership analyzesataconcentration on
individuals and their leadership styles” (Crowthétann and McMaster
2001:3). These theories dominated the scene ftwomtahe early 1950's up
to the present day. Below | highlight some keyagl&fom each theory.
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2.2.2.1 The Trait Approach

Sometimes described as the “great man approachéaiership, (Teulings
1980 quoted in Watkins 1998:13) the trait theorguled on individual
gualities and characteristics such as charismaeosopal charm, physical
make-up, age, personality characteristics or traitsoversion/extroversion,
appearance and fluency of speech. These traite werrelated with the
individual behaviour of a leader. Although thee@sh produced some weak
positive correlation, the finding, neverthelesggasted that some traits were
important for the development of “great” leadess Watkins (1998:13) has
argued, the notion of some idealized “great mars’draated myths often used
by business magnets to justify their own positioithe key question for
leaders and those who develop leaders, as Guri@il:@9) puts it, “Do |

have the right qualities to be a leader?”

Fullan (2002:5), however, has warned of the dangkfscusing on individual
characteristics such as charisma. He argues thariSmatic leaders are
actually a liability for sustained improvement.” h& argument goes that
leaders who build enduring greatness are not higfilg, flashy performers
but rather individuals who blend extreme personamihty with intense
professional will. Sustained improvement depenalsuccession of leaders
and this is more likely to happen if there are mlaaders at many levels, a

point | will turn to in greater detail in later this chapter.

2.2.2.2 Style of Leadership

Closely related to the issue of personal charatiesi of a leader is the view
that leaders exhibit different styles of leadersignging from autocratic or
authoritarian on the one hand to democratic origpative on the other.
These styles, according to Coleman (1994:56-58) hsametimes been
differentiated as “task” or “results” orientateddathose who tend to be
“people” or “relationship” orientated. In practjcehowever, it is

acknowledged that these styles are not fixed aadtitiey are determined by a
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range of factors. The implication for the devel@mnof leadership would
include such questions as pointed out by Gunter

» Do | know my preferred leadership style?

* Do | know how to obtain a balance between a confimriasks and
people?

» Have | had the correct in-service training on tbeldviours required
to achieve the right style (Gunter 2001:69).

As can be seen, one of the central preoccupatioribis approach is with
finding theright style for leadership. This stance, like the tagiproach,
conjures up notions of an ideal leader, a goalatifif to achieve given some
research evidence, which has shown that leadeishigomplex phenomenon
that cannot be understood in isolation from thétunsonal factors in which it

is located.

2.2.2.3 Situational or Contingency Approach

The validity of the trait approach received eartitiasm from researchers
such as Stogdill (1974 cited in Gunter 2001:69)pséhresearch revealed that
leadership is a relation that exists between persora social situation and
that persons who are leaders in one situation roanecessarily be leaders in
other situations (Watkins 1998: 12). In a workttaiempted to synthesize
the trait and styles approach to leadership, Fieddeeloped what has come
to be known as the Contingency Model of Leadershzcording Fiedler’s
model “...the leader’s contribution to group perfomoa depends on both his
leadershipstylein terms of eithetask orientationor person orientationand
the favorableness of thgtuation for the leader” (Watkins 1998:16) [my
emphasis]. In other words, leadership behaviourcastingent on the

situation.

To draw again from Gunter’'s questions, a leadedepniiby the Contingency

Model poses the following questions:

* Have | reflected on the context that affects wHedership style is
appropriate?
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* Do | know how my subordinates will respond to myrtigalar
styles? (Gunter 2001:69).

Looked at from this angle, the task of trainingdes leads to a further
guestion pointed out by Perrow (1979 quoted in \Miatk998:19), namely,
do we train “leaders to fit the jobs or [designipgato fit the leaders?” From
this it follows, as Per row goes on to argue, thdéadership techniques must
change with every change in group personnel, taskyg, experience, and so

on, then either leaders or jobs must constantipgbi

2.2.2.4 Transactional vs Transformational Leaderghi

Sergiovanni (1987 cited in Watkins 1998:32) hasuadj that traditional
approaches to leadership amansactional in the sense that there is an
exchange between leader and worker to achieve lisbith goals. This
exchange is achieved through negotiation, and mtdnr and resources
within an organization that do not seek to chaliebgt to satisfy (Lambegt
al. 1995:8; Gunter 2001:69). Burns (1978) contraskesl tiew with that of
transformationalleadership, which is taken to be about buildingnéied

common interest. As Sergiovanni puts it, transfronal leadership is about

...how the power of leadership can help people beconwe
successful, to accomplish the things they think en@ortant, to
experience a greater sense of efficacy. [It]less concerned with
what people doing and more are concerned with whay are
accomplishing (quoted in Watkins 1998:32).

From the above discussion, it can be argued thapoments of both

transactional and transformational leadership atgatleadership is based on
exchange between leaders and followers. Theyrdiff@avever, on the nature
of that exchange. The former can be said to haaeimgs to the results
orientated style while the latter to the peopletated style. As Burns (1978
cited in Gunter 2001:69) has argued, engagemenveeet leaders and
followers is a struggle that is controlled througdmsactional leadership while
transformational leadership is about building afiedi common interest in

which the primary motivation is to elevate mensbeelf-centred attitudes,
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values and beliefs to higher altruistic attitudetues and beliefs. According
to this perspective, transformational leadership is

Inspiratiort motivating the subordinate through charisma.
Individualism focusing on the individual needs of subordinates.

Intellectual stimulation influencing thinking and imagination of
subordinates.

Idealized the communication and building of an emotional
commitment to the vision (Grown 1996 cited in Gur2€01: 69—
70).

In line with this conceptualization, questions thet typically associated with

transformational leadership, according to Guntéf,cemprise the following:

* Do I have a vision and mission?

e Can | empower my followers to live the vision?

* Howcan | ensue my leadership has positive effectsodyction
outcomes? (Gunter 2001:69).

From these key questions it follows that leaderghipparation which is
informed by this perspective will seek to buildlskin building vision and
mission for the organization and ensure that folare guided by these. It

will also train leaders in skills of relationshipilaing.

2.3 Leadership Paradigms in South Africa

In the South African context, the evolving thinkiradpout leadership has
followed the global trends sketched above. Thsuimmarized in McLennan
(1997:50) who put forward three approaches, easbcested with a particular
paradigm. From Paradigm 1 comes the (Christiangniic Education

Management approach, Paradigm 2 leads to Educéfianagement and
Paradigm 3 to Education Governance and Managemé&able 2.1 below
summarizes the leadership and management focus eade paradigm.
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Table 2.1: Leadership Paradigms in South Africa

Scientific Education Management
(Control)

Education Management
(Leadership)

Governance and Management
(Facilitation)

Professionalism
Hierarchy and regulation
Rule compliance
Planning

Organizing

Guiding

Control

Works study

Personnel classification

Decentralization

Devolution of power
Performance

Strategic planning

Mission driven

School effectiveness

Human resource management
Total Quality Management
Customer focus

Relationship building
Recognition of diversity
Participation and communication
Responsiveness

Balance and reconciliation
Collaboration

Change management

Support

Negotiation

Looking at the above table,

it can be argued thadlhé current South African

educational and political dispensation, and in kvith global trends, we are

moving away from paradigm one towards paradigms &wd three, where

matters to do with the notion ¢éadershiprather than justmanagemenare

becoming issues of central focus.

2.4 Management or Leadership?

So far, | have referred to management and leageraki if they were

synonymous, yet at the same time implying that they different.

This

apparent confusion reflects not only the historioairney the concept has

travelled but also the inconclusive debate in leedture about the distinction

(Leigh 1994; Smithet al 2001).

Perhaps what is useful is to follow a

particular understanding and remain consistent foria particular argument.

One approach is found in Sterling and Davidoff, wvde® management and

leadership as two sides of the same coin; one tadmavithout the other.

They list words associated with each:

Leadership
guides
motivates
initiates
anticipates
builds vision

Management
co-ordinates

organizes
maintains
stabilizes
realizes
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creates structures

moves forward establishes parameters
inspires handles
breaks boundaries sets boundaries (p. 13)

From the two lists, it can be concluded that using term leadership or
management depends on the task at hand and whaiofus1one wishes to
emphasize, guiding or coordinating, motivating ggamizing, etc. Secondly,
it can be seen that the two concepts are not myteatlusive as, in practice,
management requires good leadership and vice vef$e important point
however, is the recognition that “few people havethb outstanding
managerial and leadership skills... [and] teachersoim-managerial positions
may display leadership qualities and skills” (Sghednd Lemmer 1994:10).
The problem, however, is that whether an educdtiteswder such as the
school principal is referred to as a “manager” dteader” has implications
for how he/she perceives his/her roles, as wellfzst strategies are used train

or develop leaders. | return to this issue later.

Sterling and Davidoff (2000) have picked up thehtea of dichotomizing
the concepts omanagemenand leadershipin the South Africa. For these
authors, there has been a tendency in South Afgcapols to put emphasis
on managemenat the neglect deadership(more about this in section.4)f
the transformation agenda outlined above is todbéeaed, there is a need to
focus on the leadership aspects as well. StedimtyDavidoff (pp. 3—6) refer
to a “crisis of leadership”, which they describeténms of “lack of planning,
an absence of vision, unfair resource allocatiod feelings of uncertainty
[that] indicate a lack of meaningful leadership hiit the schools” (p. 5).
Sterling and Davidoff argue that by focusing oniwdlbal managers the
potential benefits for collective action are lost.eadership potential, for
Sterling and Davidoff, is in all of us: what we de&s to “to take the
responsibility for removing the blocks that preveou from being a leader

you already are” (p. 1).
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However, despite acknowledging the overwhelming meanin which the
leadership challenges manifest themselves and tdesgognizing that all
have innate leadership abilities, the two writdilse other authors in this
perspective, do not develop the idea of sharecelship. Instead, they return
to viewing leadership as a phenomenon that is edito an individual

position.

Sterling and Davidoff, and other writers who falltin the bureaucratic-
managerial perspective, suffer the same handicapsldd against the
perspective, that of failure to conceptualize dédfe, innovative and non-
bureaucratic forms of organization. TransformatiorSouth Africa calls for
conceptualizing and building such innovative forofsorganization as the
type depicted by the learning organizations petsgec This means that,
given this context, leadership development prasti@ed strategies must be
informed less by the need to equip practitionets wkills consistent with the
bureaucratic-managerial perspective and more wWitsd that promote the
learning organizations perspective. It is thisspective that | now outline

below.

2.5 Towards a New Conception of Educational Leadeingp
2.5.1 Shifting Organizational Paradigms

As pointed out above, the evolution of leadershipoepts and practice have
been associated with changing organizational theorgl social contexts.
Wheeler (2000) has argued that organizational théoresponse to changing
circumstances, underwent two major shifts in theosd half of the 20
century. The first was a move away from the bucesiic system towards
teams and the other towards the creation of vimw@kplaces, as mentioned
above. Wheeler contends that recent literaturdstém tend to conceptualize
management and leadership not in terms of a fobmadaucratic organization

but as communities:
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The new model of organizational structure and afignt..is a
community of interest. Effective organizationsde®n their strengths
and tap into the resources of individuals, orgdmma and
communities beyond their walls. “Inside” and “ad&s the
organization are defined by reference to core whra purpose, not
by traditional boundaries (p. 7).

This way of looking at organizations agrees withatWWebster and Mosoetsa
(2002:66) call a post-bureaucratic organizationeb#fer and Mosoetsa have
argued that during the 1990s there was a paradigifh is organization
theory, from bureaucratic to post-bureaucratic farnThe principles the two

paradigms are summarized in the table below:

Bureaucratic principles Post-bureaucratic principles
Stability Disorganization/chaos
Rationality Virtual workplace
Planning Boundarylessness
Control Values
Command Spontaneity
Centralization Empowerment
Hierarchy Participation
Positional power Decentralization
Separation of conception from executipiNetworking
Formal Reflection and action
Large Informal/Flexibility
Downsized/De-layered
Emphasis oeadership

Source: Adapted from Thompson and McHugh 1995:167sacited in Webster
and Mosoetsa (2002)

The first point to make about the above table & the transformation agenda
in South Africa, as has been argued, entails a nfrave bureaucratic forms
of organization to post-bureaucratic forms. Thigams that leadership
preparation strategies and activities should tloeeefoe based on post-
bureaucratic principles. The second point is ttle post-bureaucratic
characteristics appear to be “in sync” with notieh€ommunities of interest
as argued by Wheeler. The third point is that whserthe bureaucratic

principles depict some measure of certainty, whbkege is a “correct” way
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defined by the hierarchy, the post-bureaucratiogypies show a great deal of
uncertainty and a “fix as-you-go” ethic. This isanstructivist perspective
which fits in well with the ideas of Lambert, Watk&Zimmerman, Cooper,
Lambert, Gardner, and Szabo (2002) on construttieedership (discussed
below). Fourth, the post-bureaucratic stance fits in wethwPeter Senge'’s,
learning organization perspective that is parthef discourse on educational

transformation in South Africa.

2.5.2 Learning Organization Perspective on Educatital
Leadership

The idea of learning organization, as indicatedvabds associated with the
work of Peter Senge, who argued that modern orghais can be
distinguished from traditional, authoritarian arahtolling organizations in a
number of ways. Senge (1990) saw modern life agtex and characterized
by a high level of interdependency, a phenomenahithseen in terms of the
entire global business community learning to leagether and becoming a
learning community. Learning communities or leagniorganizations is
based on the view that all of us are, deep dovamnégs, as Senge has argued,
itis:
...no longer sufficient to have one person learning fthe
organization..it is just not any longer possible to “figure ittbrom
the top, and have everyone else follow the orddrghe grand
“strategist”. The organizations that will truly @t in the future will
be the organizations that discover how to tap pEsptommitment

and capacity to learn all levels in an organization (Senge quoted in
the Jossey-Bass Reader 2000:14).

One implication for these views is that principles command, control,
centralization, etc., in the bureaucratic paradigne, antithetical to learning
and building a learning organization, as centrébra and hierarchy
undermine learning in the constructivist sensehefword. Senge (1994:49)
defines learning organization as “the continuossirig of experience, and the
transformation of that experience into knowledgaceessible to the whole

organization, and relevant to its core purposeax’the sphere of education,
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Sergiovanni (2001:89) argues that in view of thefs@nges, there is a “need to
develop a new definition of what leadership is daav it works”, an idea

which forms part of the theme of this study.

Back to the concept of learning organization, Sepgés forward five

“disciplines” of the learning organization. As smarized below:

» Systems thinkinga conceptual framework which endeavours to uncove
invisible fabrics of interrelated actions, a forrhlacework which often
take time to fully play out their effects on eadhey to produce a whole
pattern of change.

* Personal mastery is about each individual in an organization or
community clarifying the things that really mattéo them and
concentrating their energies on those. It consi$tdeepening personal
vision — the learning organization’s spiritual faation. This aspect can
be likened to:

* Mental modelsrepresent deeply ingrained assumptions, genatalis,
pictures or images that influence how we understaedworld and take
action. It involves learning to unearth one’s intd pictures of the world
and open one’s thinking to the influence of others.

» Building shared visionrefers to a set of principles and guiding pragic
It consists of goals, values and missions that iecaleeply shared
throughout the organization. The essence of mgldhared vision is
unearthing shared pictures of the future.

» Team learning has to do with the capacity of members of a team
suspending assumptions and entering into a genthin&ing together.
Through a dialogical process, team learning comg$tthe free flow of
meaning through a group, allowing the group to @isc insights not
attainable individually. Teams are seen as funadahéearning units in a

modern organization.
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The relevance of these ideas to the South Africanrtext can already be seen
in the work produced in the early years of theiattent of democracy which
saw the Department of Education’s Task Team on &itlut Management
Development’s observation that South African schale “...organizations
devoted to learning [yet] they are generally natréng organizations” (DoE
1996:31). The Task Team was arguing for educatibaasformation that
would see schools becoming learning organizatiohtre recently, Moloi
(2002:99), inspired by Senge’s five discipliness fagued for the need for
African schools to become learning organizatioms@lthe lines depicted by
Senge, and further argues for a leadership thabmsistent with learning
organizations. The problem, however, is that sivelld on the traditional
notion of transformational leadership. However, laambert (2002:39)
argues, while there has been evidence that tranatmnal leaders help
develop and maintain a collaborative, professia@lool culture, the way
transformational leadership has been conceptualiggdates responsibility
for growth of others in the designated leaderbdtomes paternal although
well meaning, with such concepts as help, assmst,faster.” Following this
idea, | argue below that the learning organizaperspective moves beyond
notions of leadership associated with positionatgroand authority towards
structures and systems consistent with learningrorgtional principles and

forms.

At this point, it should be useful to highlight serkey features of the learning
organizations perspective and their implicationsti® concept and practice
of educational leadership. Using Senge’s concéfaunaes, one of the central
features of a learning organization is the intensmtedness of things, events
and actions, to the extent that what happens inpameof the organization,
community or even the world often has consequenctegher parts of the
system. This idea agrees with what has been disduswer globalization and
holistic approaches to educational transformatiStater (1994) has described

this interconnectedness as boundarylessness, grinan
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The boundaryless...organization removes barriers detwunctions,
between levels and between locations. It reachestm staff and
suppliers with the single purpose of joining irgelis and efforts in a
common purpose (Slater 1994 cited in Trofino 2000:6

Applied to education, the idea of boundarylessreggyests that ideas and
knowledge must flow freely within and between ediacaorganizations such
as schools, communities, districts, provinces aatlonal levels as what

happens in one part of the system can be relatethér parts.

Returning to Senge’s five disciplines, Senge arghassystems thinkings
the “fifth” discipline that integrates all the oth@isciplines, fusing them into a
coherent body of theory and practice. Closely fiedvith the concept of
systems thinking in an educational setting, ModdO®4) espouses the idea
of communities of practicevhich is seen to refer to the environment in \whic
an individual works and includes the “people youkwyith, your work place
and the processes you are engaged in”. Moon athaewithin a community
of practice one is involved at a number of différéevels, ranging from
societal goals, institutional goals and behavidarcurriculum setting and
common activity. In this study, | utilizgystems thinkingn two ways: one to
view education organizations as constituted in riggr communities of
practice and secondly, as a conceptual tool forerstdnding the emerging

conceptions of leadership discussed below.

The second feature of a learning organization, tffapersonal mastery
speaks to notions of the vision and mission of eaudividual in an
organization giving energy and focus to peopletsas, including leadership
actions. This agrees with the new approach toelestiip, which seeks to tap
the potential of every person for carrying out lxatip actions.

Another of Senge’s learning organization featureshe idea that moves
beyond individual visions toward$uilding shared visionwithin the
organization. According to Senge, when a visiogshared as opposed to one

that is imposed by the leader, as the case is mdhy of the approaches

43



within the bureaucratic-managerial perspectiveretise a good chance that
people will excel and learn, not because they al@ tb, but because they

want to.

The fourth element from this perspective, the idéanental modelsbrings

into focus and recognizes the potential insigh&g tan be drawn from each
person’s worldview. Once again, this positionaggistent with the thinking
that no one person, leader or manager can clailmt@ the monopoly of

solutions to organizational problems.

Lastly, it follows from all the above disciplinghat organizations do well to
engage inteam learningin order to share personal mastery, mental models
visions and missions, all in acknowledgement arkinta advantage of

systems thinking.

As can be seen from the forgoing discussion, lednlertheorizing in this
perspective moves away from the bureaucratic-marsdgperspective by
viewing leadership not in terms of positional poveerd not as reduced to
individual characteristics. Some (such as Benitisdcin Lambertet al.

2002:37) have gone as far as calling for an abamdan of the “archaic
baggage that has situated leadership in top-dovematwhical models”.
Following this line of reasoning, | outline hereldwe three emerging
conceptions of leadership, the constructivist, atmrative and distributed

leadership and leadership for social justice.

2.5.3 Constructivist Leadership

In defining what she calls a new conception of é&radip Lambert (1995:28—
51) anchors the discussion in Peter Senge’s pdrgpeof learning
organizations as well as in a constructivist theafrigarning. From Senge she
guotes that the development of collective meanirsg an essential
characteristic of a learning organization. Lamiggrés on to argue that the
new conception of leadership is based on constigttiearning, and that

adults learn through the processes of meaning ma&imd construction of
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knowledge, participation and reflection. Basedtlus perception, she views
leadership in terms of constructivist processediwitan organization and

coins the termgonstructivist leadershifp mean

the reciprocal processes that enable participamtani educational
community to construct meanings that lead towacdramon purpose
about schooling (p. 29).

In the second edition of their bookhe Constructivist Leader_.ambert
(2002:45) defineseciprocal processs “...mutual learning processes such as
listening, questioning, reflecting, and facilitagin those relational endeavours
that weave a fine fabric of meaning.” According ltambert, reciprocal

processes are those that

» Evoke potential in a trusting environment
* Inquire into practice, thereby reconstructing addwanptions and myths
» Focus on the construction of meaning

* Frame actions that embody new behaviours and pefglaatentions

By using evidence from stories compiled from caseliss Lambert (1998:4-
9; 2002: 45-48) unpacks the idea refciprocal process that enableyith
concrete illustrations as shown in the four setéeatlership actions. These

are:

1. Surface, clarify and define community values, [&lieassumptions,
perceptions and experiencesThis process was used as a means to
discover what they valued about the students’ lagrnin other words,
what students should know and be able to do. Lanavgues that when
people get an opportunity to surface and consideatwhey already
believe, think and know (that is, their persondiesnas), shared beliefs
about the purpose of education are created andexolAs can be seen,
this approach directly addresses elements of aanargtion’s lifeworld
and culture, which, as argued above, should béieatrarea of focus for

any transformation agenda.
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2.

Inquire into practice This involves practices aimed at generation dgada
or information designed to inform action. In Lamttecase study, school
staff generated data about student academic peafarenand participation
and then formed collaborative action research teamshelp them
understand whether all students were learning &lojyit The Imbewu
School Improvement Project in the Eastern Capestdke strategy of
inquiring into practice through what they call Rree-Based Inquiry
(PBI), an experiential learning approach that istiz#¢ to the Imbewu
Professional Development Programme (Eastern Capearbeent of
Education, Imbewu Project, Undated:9-10).

Construct meaning and knowledge Lambert’'s case study, the data
generated through PBI were made sense of througkiecsations and
large and small groups, and this led to a clatiiiceof problems to be
solved. Are these reciprocal processes observed in the ELMBchools

and communities?

Frame action and develop action plansfhese included strategies that
consisted of continuous feedback from inside andide the school and
provisions for shared responsibilities. Lambeswed this as the most
critical aspect, where broad-based responsibitityéadership can work —
an example of active leadership from many teacimetise school. In this
study, | wish to investigateow this takes place in the ELMD Schools

and districts.

Apart from the need to find out about the appliiBbiof ideas on

constructivist leadership to the South African eomtthe field of educational

leadership is enriched by concepts emanating fl@rldarning organizations

perspective in a number of respects. One condémsentrality of values,

beliefs, perceptions and experiences in guiding &owlsing actions of

members a learning community. Leadership is vdhinen. As Miron

(1996, quoted in Szabo, Hoaland, Lambert, Lopearngss, Stern, Storms,

and Vieth 2001) puts it: “leadership is the enacthé values.” These are the
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bases for the actions of people within an orgaiunat As Begley (1999:4-5)
has suggested, there is need to “understand aathlb€o give reason to the
actions of superordinates, peers, subordinatestaiegnts.” This perspective
also stresses the moral purpose of leadership.eturrr to this point in
connection with the notion of leadership for soguatice. Another point to
make in connection with values, beliefs, percegiand experiences of each
individual is that these are in the domain of aturel of the organization.
These attributes of culture are akin to what Seagini calls the “lifeworld”
of an organization. The relevance of this is tihabhsforming the culture of
education organizations is, as it has been shownagreement with the

educational transformation agenda described above.

2.5.4 Distributed Leadership

Another emerging concept of leadership, which shéatures with Lambert
et al’s constructivist leadership, is referred to distributed leadership.
Harris (2002:2) argues that distributed leadershifcharacterized as a form
of collective leadership, in which teachers develpertise by working
collaboratively”. Rather than relying on an indiual, managing hierarchical
systems and structures, this view of leadershig gegdance and direction
coming from multiple sources, following the “conteuof expertise in an
organization made cohesive through a common cllturi¢ equates with
maximizing human capacity within the organizatiohhe problem with this
notion is that it may appear to suggest that noisndtimately responsible for
the overall performance of the organization. Haatgues that this does not
need to be so. “Instead the job of those in forteabership positions is
primarily to hold the pieces of the organizatiorgdther in a productive
relationship” (p. 2). It is about empowering othdpo lead. Some (e.g.
Sergiovanni 2001) have referred to distributed éesldip as the notion of a

community of leaders.

How the concept of distributed leadership actualtyrks in a hierarchical

context such as that which obtains in South Afnniegds to be investigated.
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The research implications for new conceptions atlégship have been aptly
captured by Harris, when he argues that we need eropirical evidence

about the ways in which distributed leadership entty operates in
schools. We need to know more about how it is dped and
promoted. In particular we need to know if, anavhi contributes to
better teaching and learning process in schoolgidi2002:5).

The problem that Harris poses is of central intet@shis study. | agree with
the line of thinking that what is important is tod out and understand how
constructivist and distributed leadership are dgwedl and how they promote
the central mission of schooling. In the next ¢hgpl will argue that this
type of leadership is difficult to develop througtaditional approaches
influenced by bureaucratic-managerial principlesthe learning organization
or post-bureaucratic organizational frameworksiperhaps more appropriate
to talk of developingleadership capacitywithin an organization or
community rather than training individual leadetdowever, before outlining
Lambert’'s ideas on leadership capacity, it is ingoatr to reflect on the

purpose of building this capacity.

2.5.5 Leadership for Social Justice

| have indicated above that educational leadersagoa purpose, to lead in the
transformation of South African society through ealion, and that
transformation starts with each individual leadetha level of values, beliefs
and culture. In this section, | draw on emergitgrature that has argued for
an explicit focus on values for social justice. itWg within the context of
Western society, Marshall (2004:4-8) argues thaddeship training
programmes face a chronic and new challenge ofepapedness to address
issues related to social justice. Furman and Gawald (2004:52-56) agree
that the notion of “social justice”, while it has rfixed or predictable

meaning, can be seen as characterized by threerdgfeatures:

1. Critical-humanist perspective This set of meanings has three main

aspects. One is that it views social structures haman social
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constructions that are inherently value-laden. o8dc this perspective
critiques existing social constructions for inedgst that result from
unequal power relationships. The third aspechefdritical-humanist way
of viewing social justice is that it calls for saktthange to overcome these
inequities. Writing within this perspective, Grog@002 cited in Furman
and Gruenewald 2004: 53) call for social justicadiers to “interrupt the
continued maintenance of the status quo.” Thisliepgo the South
African post-apartheid context where educationdicpayoals on access,

equity, redress and quality seek to change thesstato.

. Focus on achievement and economic well-beirkhis is another set of
meanings for social justice. The emphasis of linis of thinking is the
improvement of the education and life chances ef gbor. Again, in
South Africa, the numerous school improvement migjeaimed at
improving learner outcomes is an important soaistige step that the
post-apartheid government took. However, if thesgects are being run
without educational leaders who have a moral comenit to social

justice, the likelihood of achieving desired gozds be questioned.

. Narratives of the Western Enlightenment traditiofThis set of meanings
highlights the danger of pursuing notions of soguadtice that are

embedded in Western thought systems. These in¢d)deewing change

as linear, where human social and economic lifgqass towards greater
prosperity, and (b) a concern to fix the socialtcaet so that individuals
experience greater equity within the existing etiocal and economic

system. One problem is that change is not nedskaear. In Chapter

6, | characterize change as a continuum and nassadly moving in one

direction. The other problem is that attemptinditoinjustice at a local,

micro level, such as school, community and distwithout addressing

global and wider societal and economic factors mmeyely bring about

symbolic change at the local level (see Chapter B)ese narratives are
examples of global discourses which | have outlialedve, and to which |

return in Chapter 6, as constituting structuralstaants to change.
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The implication of all this for leadership and leeship development is that
there is need to craft leadership development whaphips the trainees with
the moral mission to deliver social justice andhvilte capacity to overcome
constraints they may come across in the processe other implication, in

line with ideas about constructivist and distriltlitsllaborative leadership, is
that the social justice mission of leadership iso#lective endeavour that
requires the development of a critical mass of edtalder leaders. Before
considering ideas on building leadership capatighould mention that this
study does not directly measure preparation ofdesdp for social justice. |

have used the notion as a normative framework fodycing collaborative

and distributed leadership.

2.6 Focus on Leadership Capacity

Drawing on information from her research, Lamberi998:3-4)
conceptualized Leadership Capacity as being defibgd two critical
conditions. One concerns the existence, in a $cbba “significant number
of skilful teachers-leaders who understand theesharsion of the school and
the full scope of the work underway, and who arke @b carry them out”.
The other condition is that “staff would need to dmmmitted to the central
work of self-renewing schools. This work involvesflection, inquiry,
conversations and focussed action”. Viewed througimbert's lenses,
leadership capacity is a situation where a schamhmunity or district has a
critical mass of people who are skilful in the warkleadership. There are
two further defining dimensions: the one is the aidef broad-based

participationand the other, adkilful participation.

» Broad-based participation means involving many people -
administrators, parents, students, community mespbélistrict
personnel, university faculty — in the work of leaship...

o Skilful participation refers to participants’ comprehensive
understanding of and demonstrated proficiency & dfspositions,
knowledge, and skills of leadership (Lambert 1998:1
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Further, Lambert argues, the concept of leadershjpacity is based on a

number of assumptions about leading and learning.

» Leadership is not trait theory: Leadership and déeagre not the
same;

» Leadership is about learning that leads to conswichange;

» Everyone has the potential and right to work asaalér. Leading is
skilled ...work that every member of the school comity can
learn;

 Leading is shared a endeavour; and

» Leadership requires the redistribution of power aaathority
(Lambert 1998:8-9).

From these assumptions and conceptual position, beempresents a
Leadership Capacity Matrix constructed from hereagsh. The matrix

consists of four quadrants, as shown in Figuréb2l@w:
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Low skilfulness

» Autocratic administration. » Laissez-faire administration
e Limited (primary one-way) flow of « Fragmentation and lack of coherence of
information. Co-dependent, paternal information and programs
relationships. * Norms of individualism
* Rigidly defined roles. Norms of » Undefined roles and responsibilities
compliance. «  Both excellent and poor classrooms
. Lack of innovation in teaching and «  “Spotty” innovation
learning. «  Student achievement static overall
»  Student achievement poor or showing
short-term improvement.
1|2
N N\
Low participation \\ & High participation
34
» Trained leadership or site-based » Broad-based, skilful participation in the
management team work leadership
e Limited uses of school wide data, e Inquiry-based use of information to
information flow inform decisions and practice
» Within designated leadership groups | * Roles and responsibilities that reflect
» Polarized staff, pockets of strong board involvement and collaboration
resistance » Reflective practice/innovation as the
» Designated leaders acting efficiently; norm
others serving in traditional roles » High student achievement

» Pockets of strong innovation and
excellent classrooms

»  Student achievement static or showing
slight improvement

High skilfulness

Figure 2.2: Leadership Capacity Matrix (Lambert 1998:13)

In Figure 2.2, quadrants 1, 2, 3 and 4 show cambtidescribing levels of
leadership capacity in schools. In real life, hegre things do not often fit
into neat categories as depicted. Rather, thergotsdshould be seen as
continuum that are not necessarily static or stabM¢hat is important is to
recognize that, in terms of the model of transfaromadescribed above, the
more that leadership processes in a school appademyh participationand
high skillfulnesqquadrant 4), the greater the chances of transfhgrschools
into learning organizations. Schools in quadrarard described as having
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high leadership capacity. The other extreme, Qarddt, is closely aligned to
bureaucratic principles and, therefore, stiflesrigwa, as followers would be
forced by virtue of the leader’'s positional powerdaauthority to keep
referring problems up the hierarchy in order toidvreaching an established
chain of command. This clearly does not sit weithwthe discourse of
empowerment, constructivist and distributed ledadprsSuch a school is seen
as having the least leadership capacity. The ajbheadrants, 2 and 3, show

various levels of leadership, which still needg¢aah quadrant 4 conditions.

Following the model of leadership in the Figure 2natrix, | argue that
leadership preparation programmes aimed at addgesgbe transformation
agenda outlined above must develop skills, valmelsaatiook consistent with
characteristics in quadrant 4. What leadershipeldgment strategies can
achieve quadrant 4 is the central focus of thiglystuln Chapter 3, | review
literature relating to leadership preparation sgags. But first, | would like
to a crystallize my understanding of ideas andpestves from sections 1, 2
and 3 by highlighting issues that have implicatiordeadership development

strategies and for transformation.

2.7 Implications for Leadership Development Strategs:
Emerging Issues

In this section, | discuss five sets of issuesiragi®ut of the three sections
presented above. Under each set, | pose quesdiuv®r ideas that have
implications for leadership development programmEse issues relate to the
context of transformation and associated globalcalisses in which
educational leadership conceptions and practiceslarated. Within this
context, an approach to transformation that givémagry to the human
agency provides another set of issues. To theneitat the transformation
agenda is the underlying framework in which theotlieand practice of
educational leadership in South Africa today ard¢ounderstood, this has
implications for leadership development programmeEewever, as has been

shown, educational leadership concepts have originsion-educational

53



settings and this legacy is still very evident iregent day theorizing and
policy-making. This constitutes the set of issaesund the business ethos in
education and transformation. The concern aboupoctate models in
education is taken further to highlight their pdiainto make people lose sight
of the core mission of school education and thusitipm educational
leadership as requiring generic skills not necdgspeculiar to education.
This realization gives rise to the need to inteategnotions of instructional
leadership as constituting another set of issié® final set of issues, arising
from the way transformation is conceptualized dmal perceived importance
of leadership, calls for a conception of leaderghgt is broader than school
headship or principalship. Lastly, it is obserteat most of the concepts and
ideas are part of circulating global convention@dems whose applicability
to the South African situation remains largely weistigated. Each of these
issues is discussed in turn below with a view t@pnag out implications for

leadership development programmes aimed at briregdogit transformation.

2.7.1 Culture at the Heart of Transformation

The first set of issues arising out of this chajgehat the schools, and | add,
education organizations such as the district offane “lifeworld intensive”
(Sergiovanni 2000:166). In other words, these mimgdions cannot be
understood without due consideration of the cultwhech constitutes them.
Culture, as Sergiovannilbjd:1) has noted, is “...the glue that holds a
particular school together. With shared visiorsugs, and beliefs at its heart,
culture serves as compass setting, steering p@&oglemmon direction.... It
provides the framework for deciding what does cgslnot make sense.” The
centrality of culture is demonstrated not only e twritings of Sergiovanni,
Fullan and others. Through exploring the evolutadneadership concepts
and practices, it is seen that, historically, tHeme been a gradual move away
from technicist approaches of scientific managentt@mmugh human relations
to people oriented participatory approaches, whadus on organizational

culture and the subjective experiences of praattis. The focus on culture is
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also reflected in the discourses of school impramimprojects such as
Isithole and Imbewu. Following this discovery, &ve argued that the
leadership perspective that best deals with tliegmeition is that of learning
organizations. My position, in this respect, iertdfore thatleadership
development programmes aimed at promoting transforration must, of
necessity, develop skills that will enable recultung within an

organization.

2.7.2 Business Ethos in Education and Transformatio

The second set of issues concerns the theory aattiqe of educational
leadership in South Africa, like those of othertpaif the world. Educational
leadership theorizing and practice have been heaviluenced by concepts
which emanate from global business discoursesSolmth Africa, the South
African Schools Act, 1996 (SASA) provides an exaamplThe Act, enacted
some two years after the attainment of democracyouth Africa, sought to
“establish a new and uniform legislative regime atthsets “uniform” norms
and standards for the education of learners atodshand the organization,
governance and funding of schools throughout theuBkc of South Africa”
(Beckmann, Foster and Smith 1997:7). With regardhe governance and
management of schools, the Act draws a distindietween the two concepts.
Governance, according to the Act, implies “overahtrol and authority of
the school and its policies and direction, wherezmagement implies day to
day supervision and administration of activitiesthivi the institution”
(Beckmann, Foster and Smith 1997:19). The Act idew for the
establishment of School Governing Bodies (SGB%®doh school to perform
governance duties. On the side of managementSARRA designates the
principal as an “educator” responsible for the fpssional management” of
the school. Whereas the SASA goes into some databutlining the
functions of the SGBs, Beckmann, Foster and Smatbehobserved that it

“does not elaborate on tasks and duties which rhasperformed by the
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principal” (1997:19-20). Even poor communities axpected to raise funds,
almost from nothing, as long as this conforms tansibobusiness practice.

From the legislative framework outlined above, faesues arise. One
concerns the lack of explicit reference leadership implying that it is

subsumed under or is an aspecth@nagement This is a debatable point
which remains elusive, as has been seen above.sédwnd point relates to
the fact that the principal is a manager, but ohese tasks are not spelt out,
and by inference, whose expected competencies meorailear. This has

implications for leadership development.

Second, and related to the previous point, is ttatbusiness discourses that
have characterized educational leadership havestetw underplay or even
lose sight of the core mission of school educatieaching and learning. In
this vein, Mclnerney (2001:9) has expressed a aondbat traditional
approaches are preoccupied with a “discourse ofagenmelism” in which
“business values and management practices ratherititlusive, educative
and participatory forms of decision-making” predoate. This managerialist
perspective, with its emphasis on customer-orierg#obs and concern for
cost effectiveness, is a development that has tedaional leaders to re-
define their roles in terms of corporate respotifidgs and business values
rather than commitment to social justice. Mclngrgeotes from one school
principal that you have people going as far as iaggdor a “generic
manager”, such that schools can call on skillsughspeople in the market
place. In the principal’s words: “Principals shdnit even be teachers..We
should pluck them out of breweries and supermanetause they are good

business managers”.

The notion of a generic manager raises the fundaheunestion about the
applicability of corporate concepts and ethos tocation, as already evident
in the SASA. In the South African context, thduwehce of business concepts

in education can be seen in Section 21 of the Séffiican Schools Act
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(SASA). In that sectiomnanagementather tharleadershipis emphasized.
This approach carries the danger of viewing an &iilut organization, the
school or district, as a firm or business concerilotwithstanding the
empowering potential of schools attaining Sectidnsfatus, the ideas come
across as a discourse of managerialism, which, lzevé argued above, is
antithetical to the defined transformation agen@iae main question, in this
respect, is whether leadership development programes, wittingly or
unwittingly prepare practitioners for managerial business values and
skills. This question notwithstanding, however, there aaguments for and
against the use of business models in educatitveser have been explored by
West-Burnham (1994:18-29). As there is no spacehis in this paper, the
reader is referred to that exploration. With relgar this study, my interest is
the effect that the corporate ethos that permehtsheory and practice of
educational leadership has on the transformatioends One apparent

“casualty” is instructional leadership.

2.7.3 Instructional Leadership for Transformation

The third set of issues addressed in this studycerms the fact that if
educational leadership is about lead@tycationthen the central mission of
school education and the way in which the transédion agenda addresses or
fails to address it must be a matter of focus. Wae it is generally
acknowledged that all initiatives and innovationgducation must ultimately
impact on the core mission of schooling, that ésching and learning, and
that transformation in education ultimately takdacp in the classroom,
recent trends have shown that this core missigplaging second fiddle to
business efficiency concerns. This despite thetedtagoals in the
Department’s Task Team that “management in edutasonot an end in
itself...its central goal is the promotion of effeetiteaching and learning”
(DoE 1996:8). Indeed, this same goal is clearlgtest in the current
Departmental policy framework in the form of theiano Plan (2000-2004),
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which, in calling for the development of leaderslapd management and

school management teams, was to ensure that

All schools would have a clear system for monitgnoerformance and
achievement, including the undertaking by managémermarticular
the principal, of regular:

* Classroom visits;

» Review of learner performance by grade and by stibjearning
area,

» Review of educator performance; and

o Staff meetings to discuss and review educator aedrnér
performance (Implementation Plan for Tirisano: 3agu2000 to
December 2004:2).

The central mission of schooling and the aims i #bove documents all

point to the need to re-focus educational leadprsbn instructional
leadership.

The concept of instructional leadership is one kizet been heavily debated in
educational circles. Brown and Sheppard (1998)ehput forward two
classifications of instructional leadership, ondlechthe “narrow” and the
other the “broad” view of instructional leadershipt is argued that the
“narrow” definition focuses on instructional leaskip as an entity from
administration. According to this view, instructal leadership is “those
actions directly related to teaching and learnindpsevvable behaviours such
as classroom supervision” (Brown and Sheppard 2)98By contrast, the
“broad” view sees instructional leadership as déintpill leadership activities
that impact on student learning, as it is argueat #il routine managerial

behaviours contribute as much to improved teachimjlearning.

Whichever view of instructional leadership one adpghe point is that
educational leadership must somehow immerse itselfe “core technology”
of teaching and learning (Lashway 2002:2). Thisansethat in education we
cannot have a generic manager. We must have dtistnal leadership.

Further, it is argued that such leadership in mod&y schools which are
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building learning organizations must be shared istriduted as “no one
person should be expected to provide direct ovetsigr all school
dimensions and activitiesTdid. p. 3). The idea of school management teams
would appear to fit in with the notion. The questiwhich could constitute a
separate study, is how far South African schooleaoved in this direction.
To what extent are leadership development programnsealigned to the

transformation thrust that incorporates instruction al leadership?

2.7.4 Educational Leadership More than Principalshp

The fourth set of issues arises from the busin#ssseconcern as well as the
tendency to equate educational leadership withcipatship. From the
SASA, if management is taken to be an aspect Ishgerthen educational
leadership in education has been associated witigcipalship. Sergiovanni
(2001:4-7) makes a distinction between the traddtio conception of
principalship and the modern one. With regardh® former, Sergiovanni
argues that the principal is seen as responsiblePf0SDCoRB, that is,
planning, organizing, staffing, directing, coording, reporting and
budgeting. As can be seen, these concepts arelyclabied to scientific
management principles, which separate conceptan &xecution, a situation
that is problematic in modern day educational cadste

Given the discourses divhole District and Whole Schoolapproaches to
transformation and modern conceptions of constristti leadership,

community of leaders and distributed leadershi@rdue that educational
leadership encompasses other players in the edoahfield. These include
district and other school-based officials who areheir positions precisely
because their mandate is to promote the goalsholoddearning as seen in the
Government’s own Tirisano Plan (2000 to 2004). wer, the role of the

other players in instructional leadership remainslear. This could be the
subject of another study. Concerning the broadew vof educational

leadership, | argue that the tendency to view eilutal leadership as

principalship is influenced by the traditional apaches to leadership. | argue
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that this conceptualization is too narrow to fit with the emerging
perspectives of learning organizations. The ingtian for leadership
development consistent with the transformation dgertherefore, ought to
move beyond focusing on individual leaders or ppals to developing

leadership capacity and a community of leaders.

2.7.5 Applicability of Western Concepts to South Aica

The final set of issues concerns the applicabibfy western leadership
concepts and constructs to the South African BasBape context. It has
been seen how the approaches to educational rdfaxma their origins in
western contexts and, further, that through thegse of globalization with
associated discursive fields they have become cdioveal wisdom. | am
arguing that the power of global discourses isalolute. These discourses
compete with local embedded knowledge, which magnelve alternative to
the dominant ones (see pages 74 -79). Peoplecal satuations, including
Eastern Cape districts and schools, mediate Westenoepts within their

socio-historical situatedness.

Put in another way, participants in the transforamaprocess have their own
subjectivities and identities. An individual's iitéy has been characterized
as “conscious and unconscious thoughts and emotiknswledge of...self
...ways of understanding.[and] relation to the world” (Weedon 1987 quoted
in Capper 1993:21). There is, therefore, a nee@&nphasize subjective
experience and intuition in all aspects of transfation efforts. This is in
agreement with the notions of lifeworld and rectdtion. Other ways in
which power manifests itself is through resistandehas been argued that
power perpetuates itself through resistance. AsrdBu(1998 quoted in
Capper 1993:24) has said, resistance enables ptavégrow stronger
knowing where next efforts must be directed.” Tunt here is that in the
whole transformation drive it should be expectedt there would be

“conflict, dissensus, contradiction, resistance pmwver”, and that in any
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research of this nature it is important to watclsée “how this resistance is
interpreted in the process of restructuring” (Cad$93:24).

2.8 Conclusion

This chapter has explored two main traditions aflership, the bureaucratic-
managerial and the learning organizations persgeti | have argued that
given the envisaged educational transformation dagens reflected in the
evolution of global discourses on the one hand, Ewal South African
government reform efforts as well as official doants of two school
improvement projects on the other, there is needxtamine what kind of
leadership development strategies promote thedstedasformation goals as
well as how they promote their achievement. | hawther argued that
educational leadership development takes placanitie discursive context
of transformation targeted at South African edwsatiorganizations, in
particular district offices and schools, from bureatic to post-bureaucratic
learning organizations. | have added that the epian of leadership that
speaks to building learning organizations is foumthe ideas of constructivist
and distributed leadership. Having establishesl plisition, | have gone on to
highlight issues emerging out of the review, intigaltar, raising questions
that either contradict the envisioned reform thmsthose that need a more
detailed investigation that falls outside the scop¢his study. Those issues
that fall within this study are taken up in the sedpuent chapters and field

research.
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CHAPTER 3:
Review of Literature Part 2:
Leadership Development: A Knowledge Ecology

Framework

3.1 Introduction

In Part One of the literature review, in Chapter |2discussed various
conceptions of educational leadership and gavet@airto their implications
for leadership development approaches. In thiptehnal first concretize the
argument by exploring the links between learninggpwledge and leading, in
an effort to build a case for a particular approtcleadership development. |
argue that if the underlying agenda in leaderskietbpment in South Africa
is aimed at social transformation — one that buiédsning organizations as
sketched in the previous chapter — then there ieed to move beyond
traditional approaches to leadership developmedtemolve new innovative
programmes and strategies consistent with emergatigns of collaborative,
non-hierarchical leadership in post-bureaucratarimg organizations (see
Chapter 2, p 28) Further, | argue that leadership development that
informed by this perspective is based not only qmagicular conception of
leadership but, centrally, on a particular viewleddership knowledge and
how to create, package and share that knowledgaugtainable change. | put
forward the notion of a “knowledge ecology” framewofor leadership
preparation. In the rest of the chapter, | use ft@mework to pose questions
about traditional leadership development programmiesnd by looking for
evidence of a knowledge ecology approach by focusin one real-life

leadership development programme at the Univeddigort Hare.

3.2 Leadership Development: Shifting Perspectives
A great deal has been written about leadership ldpreent or preparation.
There is, however, little agreement on what thestrice of such programmes
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is or should be. Part of the controversy lieshm ¢onception of leadership, as
well as perspectives on knowledge and learning thedpedagogy that is
appropriate. In this section, | briefly revisitifing conceptions of leadership
and link these with perspectives on learning aneirtimplications for
leadership development. This takes my argumeantexploration of notions
of knowledge and the kinds of knowledge and pedgagbagt can be taken to

promote leadership development.

3.2.1 University or College based Leadership Devgiment
Programmes

Most education leadership programmes around thédwwave traditionally

been offered in institutions of higher learning Iswas colleges of education
and universities. Szabo and Lambert (2002:204-288)e noted that
traditional leadership development programmes foonstransmission of
knowledge and skills about management, finance, triculum, teaching,

assessment, governance, personnel management &mthsoHowever, both

the leadership development practices and judgnmemnd avhether leadership
performance is satisfactory or not depends on wbkatnderstood by

educational leadership and, thus, what is expeofedducational leaders.
Related to this point is the fact that if leadepslievelopment is about
learning and leading, then it is important to exsmihow we might

conceptualize this link. Walker (2002) has givesuanmary that links theory
of learning and conception of leadership. | hawehier summarized this in
Table 3.1.
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Table 3.1: Approach to Learning and Conception of eadership (Adapted
from Walker, D. 2002:10 —33)

Approach to learning

Conception of leadership

Examples of theorists

Traditional:

« Students learn a Notions of leadership Moore
prescribed body of influenced by scientific Schenk
knowledge through management theory (see | Taylor
memorization Chapter 2). Robbit

- Knowledge viewed as trup®  Emphasis on efficiency angFayol
and unchanging control Gulick

* Teacher source of Unwick
knowledge and students
recipients

» Knowledge exists outside
of the learner

» Emphasis on obedience
and authority

Behavioural:

«  Learning takes place Role of leader to shape | Burns
when knowledge is human behaviour to meet | Halpin
broken down into smaller organizational aims Barnard
pieces and learners are Leadership is viewed as | Simon
rewarded for successful transactional Bundel
performance

e Student performance can
be measured and
predicted

Group/tracking:

«  Students assumed to be Leadership is situational of Fiedler

contingent on the situation Bogardus

differing in ability,
necessitating
homogeneous grouping t
enable same learning

|=)

or context.

Hersey & Blanchard
Vroom-Yetton & Jago
Glickman

“treatment” to be given to Glatthorn
be given similar students Pigors
School effectiveness: Edmonds

o Students learn when Principal carries out key | Murphy
curricular goals are instructional functions. Hallinger
clearly defined and when Business literature Ll'ttle
teaching and assessmen emphasizes traits of Bqu
methods are aligned with effective leaders who Smith & Andrews
the curriculum. achieve organizational Leithwood

« A combination of goals. Burns
teaching behaviours or Bennis
school factors can predic g:tneurz
learning. e

Deal
Meier
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Approach to learning Conception of leadership| Examples of theorists

Communities of learners:

«  Learning is enhanced Leadership is a shared Liberman
when students learn process among educators| Little
cooperatively and share Conception of leadership | Sarason
knowledge. has roots in human Barth

. Process of learning as relations, systems theory | Vygotsky
important as content. and ecological thought. | Sergiovanni

* Role of teacher changes ‘;‘Oﬁeﬂdener
from presenter to that of
facilitator Getzels & Guba

* Theidea of an educational gg\;vmef;on
environment or “ecology” Elinders
in which teaching and Glickman
learning take place is Seashore Lois
considered important. Kellerman

e Teachers and principals
are part of a learning
community that aims at
affecting positively
student learning.

Constructivist learning:

«  Students construct Leadership is a reciprocal | Greene
meaning from personal process among adults. Senge
values, beliefs and Zohar
experiences. Wheatley

*  Students construct Foster
personal schemas and Kegan
reflect on their Barnett
experiences. Carlsen .

e Learning is social in Garmston & Lipton
nature. Walker

Lambert
Siddle Walker
Delpit

Miller

From Table 3.1, it can be seen that there have be#ting conceptions of

leadership that correspond to approaches to legm@ml, by implication, to

leadership development.

Of particular importancel aelevance to my

argument is the apparent convergence of ideas batiine last four boxes of

the table, that is, “communities of learners” ardristructivist learning” with

their corresponding conceptions of leadership i@ #djacent boxes.

The

convergence lies in the notion that learning tgkase within a social context

and involves active participation — an idea th&t fn with conceptions of

leadership as collaborative and constituted inprecial processes that enable
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action for change. A guestion remains, howevenceming the kind of
knowledge and framework that enables collaborakeaglership action for

change.

3.2.2 Leadership Training, Learning and Practice

The idea that leadership learning is social in abi@r and that educational
leadership development programmes transmit cekiaos of knowledge and
skills about leading and managing begs the quesifdmow these translate
into leadership practice. While skills in theseas are important, such an
approach to leadership preparation assumes thatl&dge and skills can be
pre-packaged and transmitted to learners for latedrieval. Wenger
(1998:249) has argued that such an approach isa@xte” in nature as it
extractselements of practice and redeploys them as cousderials that are
“uprooted from the specificities and meaningfulnesgractice.” In similar

vein, Keller and Keller see a problem about thispective and warn that

knowledge as organized for a particular task carenbe sufficiently
detailed, sufficiently precise, to anticipate ekadhe conditions or
results of actions. Action is never totally cofigd by an actor but
influenced by the vagaries of the physical andaoeorld. Thus in
any given instance, knowledge is continually beiefined, enriched,
or completely revised by experience whereas extemeion

accommodates unanticipated physical contingenciegreviously

unrecalled specifics of the activity (Keller andliée 1993:127).

Assessing the role of educational leadership angagement in South Africa
Prew (2003) has also raised similar reservationsutabeadership and
management preparation approaches in South Afftebegins his argument
by highlighting the fact that there is a huge nded leadership and
management training in the country as none of 8@0Q principals and 100
000 members of school management teams have lseedrspecifically for
the task. Prew, however, goes on to acknowledgjetiiere are many courses

for school managers but these are:

...short, not credit bearing, not accredited, delthk®em career path,
not articulated and they usually ignore the fiestdl of management,
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the Head of Department. In addition, the coursed &aining
normally ignore the district officials... [Furthermore ] such courses
are rarely practical and rooted in the realitieshef candidate’s school
situation, are often too academic and are of Ii#p in leading to real
change in the majority of schools (Prew 2003:70).

There are a number of points to pick up from thevabideas on traditional
leadership and management preparation practicest, Prew’s observations
that it would be difficult to realize the transfaatron agenda, outlined in the
previous chapter, if the huge need for leadership rmanagement training is
not met. Second, such training must not only famusll school level leaders,
but also must include district officials. This wi@grees with my argument in
Chapter 2 that educational leadership, contrarthéopreoccupation in most
literature on the subject, is greater than prifsipa. Finally, that much

training does not show a link between theory ardtwe.

Looking at Wenger, Keller and Keller's and Prewantributions together, it

can be concluded there is a challenge that corgitauéace those who design
and deliver leadership development programmesth®wone hand there is the
view that no amount of training can be sufficierdBtailed to cater for unique
and complex situations. This especially appliesetership development.
Often educational leaders are faced with situatibas may not be resolved
by recourse to textbook knowledge. On the othedhédespite this fact, Prew
calls for more training but one that is sensitiwdinking theory with practice.

A snap survey of leadership development programmessample of South

African universities seems to show that a lot meogk needs to be done in

this regard. The results of the survey are showiable 3.2, overleaf.
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Table 3.2: Programmes and Courses in Educational laglership in a Sample of
South African Universities

Name of Programme/Course
in Educational Leadership

Modules/Course Descriptions

Source of
Information

Educational management

Principles of Effective
Management

Management of the School in
Context

Educational Leadership
Managing School Finances
South African Law in
Education

RAU Faculty of
Education and
Nursing: Year Book
2004 (pages 176 —
177)

Educational management

Educational leadership
Educational Change
Organizational Development
Educational Management and
Development

Educational Policy

Financial Management

University of Port
Elizabeth. Calendar
2003: Faculty of
Education (page
194)

Educational Management,
Administration and Policy

Management and Policy
Practicum

Education Management
School Administration
Education Policy and
Governance

University of the
Western Cape.
Faculty of
Education. Year
Book 2002. (pages
36 —37)

Education Management

Policy Studies and the
Education System

Human Resource Manageme
in Education

Organizational Development i
Education

Education Law

Managing the School as an
Organization

UNISA Faculty of
Education. 1999.

n{page 31)

=)

Educational Leadership

Education Management and
leadership

Leadership and management
learning in education
Leadership and management
human resources in education
Accountability and financial
management in education
Comparative school
management and practicum
Education and law

University of

Pretoria. Faculty of
oFducation. 2004

Regulations &

obVllabi(page 48)

a) Leadership & Development
of Self

Course Description (a):

“The differences between
leadership and management;
different styles of leadership;
transformational leadership;

University of Natal.
School of Education
Training and
Development

Incorporating Centre
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Name of Programme/Course
in Educational Leadership

Modules/Course Descriptions

Source of
Information

b) Leadership and Mentorship
in Educational Qualification

leadership and power; invitational
leadership; an introduction to
action research; categories of
schools; gender and leadership;
assessing oneself as a leader.”

Course Description (b):
“Leadership styles (reflections);
leadership roles, types and issueg
(reading and case studies);
visionary and values-driven
leadership; mentorship, delegatiof
and teamwork; mentorship
programmes.”

for Adult Education.
2002. (page 66)

Leading a Self-reliant School

» Leadership attributes of a god
leader

» Leadership styles

* Leadership vs. management

* Leadership vs. power,
including sources of power

* Gender as a power issue

e The leader as a change agen

e The leader as a professional

» Presentation skills

dUniversity of Cape
Town. Faculty of
Humanities. Student
Handbook. 2003.
(Page 87)

Management in Education

» Leadership and strategic
management

* Management of the curriculun

* Management of the finance
and external relations

* Management of human
resources in education

Vista University
Calendar. 2001.

h (page 42)

Educational Leadership and
Management

Course Description:

“The course is designed to
introduce students to basic
management principles and mode
and their applicability to primary
and secondary education in
Southern Africa. Aimed at the
educator who occupies (or is
professionally ready to occupy) a
promotion post at a school, the
course will provide a framework
within which educationally proven
leadership and management may
executed. Emphasis on leadersh
processes will ensure an equitablg

Rhodes University
Academic
Information.
IDepartment of
education.
(Websitef

weighting of theory and practice..

* See http://www.ru.ac.za/academic/calendar2004/eduction.html. (atd&sBecember

2004)
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On the face of it, the leadership development @ognes and courses in
Table 3.2 show a pattern not dissimilar to thaBeébo and Lambert above
and summarized in Table 3.1. | hasten to be caajoin this conclusion,
however, as | have taken only a quick look at tméversity calendars,
interviewing neither programme or course leadersstiadents of the courses
concerned. It may be that what appears on papeione differently in
practice. That qualification notwithstanding, | wid argue that the fact that
Table 3.2 shows what Szabo and Lambert describradisonal, the approach
in these universities can be characterized as s&&tond, a non-traditional
programme such as the ELMD at Fort Hare (as predebelow in this
chapter, pages 93 - 99 and in Chapter 5) one tanoi@ a listing of modules
that it moves away from the traditional and doet negemble the offerings
shown in Table 3.2There is, thus, a need to learn from the expergntéhe
ELMD.

3.3 Leadership Development: A Case for a Knowleddgecology
Perspective?

In the above outline of leadership development @agnes one central issue
looms. It concerns the relationship between kndgéeand practice. To
understand this relationship, it is necessary tplogg the conceptions of
knowledge, knowing and how these processes ralgigattice. A framework
which, | believe, assists in exploring the relasioip between the creation and

utilization of knowledge is called “knowledge Ecg\d.

3.3.1 Meaning of Knowledge Ecology

Shrivastava (2000) has proposed a “knowledge egblpgrspective as a
useful framework for developing an understandinghefrelationship between
knowledge and practiceKknowledge ecology (KE) is an emerging field that is
gaining increasing popularity in the business wortitganizational
development discourse. Its relevance in educdies in the fact that it
emphasizes the centrality of tipeopleelement in all social transformation

efforts. One of the pioneers of the idea, Geomge efines KE as
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...a field of theory and practice that focuses orcaliering better
social, organizational, behavioural, and technicainditions for
knowledge creation and utilization. It is an infisciplinary discipline
that draws on the best of current thought and magctiacluding
knowledge management;, communities of practicaganizational
learning and hypertext organization. [It] operatesthe principle that
the best modelsthat create, sustain, and foster organizational
learning and development are natural “learning wiggions”, like a
rainforest or human brain. KE'’s primary area efdgt and domain of
action are the design and support of self-orgagizkmowledge
“ecosystems,” in which information, ideas and ih$sy and inspiration
cross-fertilize and feed one another, free from toastraints of
geography and schedule (Por 2000:3).
From the above quotation, a number of ideas be highlighted. One
concerns a focus on the creation and utilizatiokrafwledge. However, in
order to unpack this idea it is necessary firsteiglain the concept of
knowledge, a task | shall turn to in a section teld-or now, | should like to
look at the second idea, that of a natural ecosystehis idea is crafted out of
a metaphor of biological organisms. It is basedtlos notion that social
organisms, like biological organizations, need ¢osklf-sustaining if they are
to survive. The survival of ecosystems dependa omber of factors, but
perhaps one of the most critical is that varioudspaf the system must play
their part in supporting the survival of the systeRowever, unlike biological
ecosystems, social systems have two additionatatichl factors|eadership
and collectivewisdom Wisdom, as explained below, can be understood as
the highest form of knowledge (see Figure 3.2). r8late KE specifically to
education, the KE framework is about studying antamcing the ways in
which the parts and wholes of knowledge-generasipggiems relate to one
another. When applied to the schooling systemgxample can be given of
an Education District Knowledge Ecology consistiagyong other things, of
such parts as the Provincial Department, the EducaDistrict, school-
communities and clusters. Figure 3.1 below givesdiagrammatical

representation of this.
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The thinking behind Figure 3.1 is that transformatwill take place when
there is collaboration and knowledge sharing amailg stakeholders,
members of the school, district officials, provalodfficials and communities
around the school, among others. All have somgthinoffer towards the

development of an Education District Knowledge Bgglorganization

Provincial
Officials

Knowledge

SGB &
Community

Knowledge

Education District
Knowledge Ecology

School Learners, District Officials
Teachers &

Principal Knowledge

Knowledge

Figure 3.1: A Model of Education District Knowledge Ecology Framework

Given the scenario depicted in Figure 3.1, it carbw expected that all the
various parts of the ecosystem will automaticalge shemselves as an
ecosystem. There is need for deliberate intergani energize the system.
It also needs to be systematically developed amtlrad. In this respect,
the development and nurturing of an education distict knowledge
ecosystem becomes both a key leadership competerme well as a
strategic imperative in transformation. However, to gain a fuller
appreciation of this assertion, it is now importemexamine, in some detalil,

what | understand by knowledge.
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3.3.2 Understanding Knowledge

In the above outline of KE, | have elaborated oa thcology” part of the
concept of KE and deferred an explanation of tineokey and critical word,
knowledgeto this section Like many concepts in the social sciences, there
are different meanings attached to knowledge. ther purposes of this
chapter, | will focus on the meaning which illusgsmy argument concerning
leadership development that is informed by a kndgdeecology framework.
Horvath (2003:1) has argued that putative conceptabout the “true” nature
of knowledge are mostly beside the point, whatripartant in order “to work
with knowledge a simple working definition is recpd.” My definition is in
two parts. First, it focuses on three related sephdata, information, and
knowledge Second, it attempts to clarify further the cagotcby exploring

various classifications of knowledge.

3.3.2.1 Data, Information and Knowledge

One way of developing a deeper understanding oft Whawledge is, is by

distinguishing between data, information and knalgke Many writers in the
field of knowledge theorization (Halles 2001; AhrdeKok and Loh 2002;

Quintas and Ray 2002; Awad and Ghaziri 2004), tatioe a few, agree that
the three terms are not synonymous. Awad and @hbhave given a

summary that shows differences and relationshipsngnthese terms. | show

these overleaf in Table 3.3
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Table 3.3: Progression from Data to Information toknowledge (Adapted from
Awad and Ghaziri 2004:40-41)

Aspect Description

Data Unprocessed or raw material for the so céditledhber
crunching” or data processing. For example, aolfist
names or raw statements about a social problem.

Information Processed data, organized data inradbthat adds
meaning. For example, names arranged by some
category such as age, gender, etc., or statemaois 3
a social problem arranged in themes.

Knowledge Anunderstandingf information which is based on a
person’s perception, skills, training, common sense
and experience. Knowledge is links that a person
makes. It is actionable information.

It can be seen, in Table 3.3, that knowledge carvieeed in terms of a
hierarchy that starts from data. | would arguewéwer, that all the three
levels of the hierarchy are needed not only in l@aylership development or
training programme but also in our daily lives. \&fen process data into
information and then into knowledge when we begianderstand the context
in which we are operating. As Halles (2001:1) essed itKnowledge =
information in context + understanding. Put in another way, “...people add

value to information and, in so doing, create kremge” (Horvath 2003:1).

Given this conceptualization, and notwithstandingbates around these
distinctions, it is important to pose the questiegardingthe extent to which
traditional leadership development programmes congdrate on
transmitting data and information in the form of textbook based
curricular materials without learners understanding the context. While
these are important, my concern, judging from ocewlsscriptions | have
reviewed, is that little or no attention is devotedthe level of knowledge
transmission in a manner that is consistent withtasning a knowledge
ecosystem as described above. Another point tiedéd fmy concern is the fact
that much of the traditional leadership curriculus based on book
knowledge, which, as I will argue below constitugeselatively small part of

actionable knowledge that can be used in addressmegyday problems in
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education. To understand the justification of fént | now need to unpack
further the concept of knowledge into differentegp

3.3.3 Types of Knowledge

In an effort to understand what it is, knowledgedttsts classify knowledge
into many categories (Awad and Ghaziri 2004:42-56pr the purposes of
this chapter, | will focus on two types that bdktstrate or make the point
about the need for a knowledge ecology framework leéadership
development. The two types deeit andexplicit knowledge Ahmend, Kok
and Loh (2002:10) make the following distinction:

» Tacit knowledgas very difficult to describe or express. It isokvledge
that is usually transferred by demonstration, nathan by description, and
encompasses such things as skills.

» Explicit knowledges easily written down or codified. It is relatlyesasy
to articulate and communicate, and is easier tosfes between
individuals and organizations. Explicit knowledgesides in formulae,
textbooks or technical documents.

Below | explain each type in greater detail.

3.3.3.1 Tacit Knowledge

As can be seefitom the above definitiongacit knowledge is that which sits
in people’s heads. It is often an understandirag ¥e do not even know we
have — a concept akin to the notion of “unconsciocospetence”. Halles

(2001:1) argues that it is embedded knowledge, hwincorporates historical

understanding implicit in processes, products, isesy structures, methods
and techniques of doing things. It also includdalles argues, traditional
values and beliefs. If this is the case, it cansaiel that all members of a
society, including those who enroll for leaderstgvelopment programmes,
have embedded tacit knowledge of the society inciwhihey live, and, by

definition, tacit knowledge of leadership and hawead. A further indication

of the importance of tacit knowledge is given byir@as and Ray (2002:10)
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who have argued that much knowledge upon whichrazgtons rely is tacit,
that is, it resides *“within the heads and motaurna systems of employees
and has not been codified or made explicit”. Avaad Ghaziri (2004:6) put
the proportion of what they call “uncaptured” takitowledge up to 95% and
only 5% to an explicit knowledge base. If thistrigse, as Horvath (2003:2)
argues, “much of what the [organization] ‘knows’m@&@ns unknown or
inaccessible to those who need it”. Yet, Horvatlegon, tacit knowledge
tends to mirror the way worbctually gets done within an organization and
not necessarily what is mandated in procedures @ondesses (also see
Chapter 2, pages 21 -22As such, tacit knowledge is created at the leadin
edge of organizational learning, reflecting whabgle learn in their everyday
practice. For this reason, leveraging tacit knolgke is the key to
organizational learning and transformation. Thas Beveral implications for
leadership development programmes, as will be belaw. An educational
leadership development programme in a knowledge elogy framework
will therefore consider skills in leveraging tacitknowledge as one of the
key areas of leadership competencéhis process of learning is presented
diagrammatically in Figure 3.2 below. However, dseady mentioned,
although tacit knowledge forms the greater panvbat we know, it is only
one part of human knowledge. Most people are famaith the more visible

type of knowledge.

3.3.3.2 Explicit Knowledge

Explicit knowledge, Halles (2001:1) explains, isokrledge that has been
structured and documented, to be found in booksorte, good-practice
guidelines, etc. One point that distinguishes tyyie of knowledge from tacit
knowledge is that although such knowledge is syat®aly documented, it
does not necessarily reflect how things are agtutlhe. In other words, it is
not synonymous with “know-how”. Linking this idea the conceptions of
leadership and leadership development programnesani be argued that

explicit knowledge of leadership as written in bsaftobally, including South
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Africa, emanates mainly from Western writers. TEhbeoks contain what has
become conventional wisdom about leadership andefship development
strategies. The question iso what extent are leadership training
programmes informed by these perspectives relevanto the unique
leadership challenges in South Africa and the Easte Cape? Asked in
another wayto what extent do they take into account the taciknowledge
of its recipients? | consider these questions in the section onigapbns
below. But before that, it may be useful to suniregahow tacit and explicit

knowledge interact to create a qualitatively nemfowisdom.

3.3.3.3 Linking Tacit and Explicit Knowledge to Pdoice
Wisdom

Following the above argument, little is known abdwtv book or explicit
leadership knowledge is actually critical to leatgp performance. My
suspicion, however, is that while explicit lead@psknowledge can broaden
the repertoire of skills of leadership traineesahnot provide answers to the
solution of everyday problems as they arise. uktllate this point further in a
section below. For now, back to summarizing theaidf linking explicit and
tacit knowledge. | have represented the relatipnsiiagrammatically in

Figure 3.2, below.
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Tacit, Embedded
Knowledgeas that

which is already in our
minds & experience &
embedded in cultural
practice

Explicit Knowledge
as that which is in
books, documents,

artefacts, etc.

Continuous interplay

Wisdom

The highest level of
knowledge incorporating
visioning, etc.

Figure 3.2: Tacit and Explicit Knowledge

Looking at Figure 3.2, although for analytical posps it is possible to
separate the three types, in reality this concdipaien should be seen as
depicting a continuous and dynamic interplay betwégcit and explicit
knowledge, amounting to a profile and a repertoira person’s knowledge,
skills, values and beliefs that guide everyday ficacand which lead to
accumulated wisdom for envisioning the futurBailure to recognize this
reality in the design and delivery of leadership dvelopment programmes
may lead to the delivery of programmes that offer pper qualifications
but which do little to offer recipients relevant leadership knowledge and

wisdom to drive the transformation agenda.

How then might a university-based programme devdegdership that
promotes effective integration between tacit angliexx knowledge? | would
argue, through knowledge sharing or knowledge mamagt strategies. The

evidence for this claim is the substance of tha daapters, Chapters 5 and 6.
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3.4 Knowledge Ecology and Knowledge Sharing: Impdations
for Leadership Development

If the concept of knowledge ecology is an orgamiretl characteristic, as
explained above, then there are implications foatwkind of leadership is
appropriate for the sustainable transformation sundival of the ecosystem.
One major implication, as seen above, is that lshile development
programmes should not focus on transmission ofi@kglook knowledge
alone. They should rather focus @n sustainable knowledge sharing
strategy that builds upon and takes advantage of tat knowledge and
make it engage with and dialogue with explicit knovedge towards the
creation of new ways of doing things This poses a challenge in the design
of leadership development programmes. | pursug ithea below in the
section where | outline a leadership developmeogm@mme of which | have
made a case study. For now, it is important fwsbutline how a knowledge

sharing strategy might work in leadership developime

3.4.1 Knowledge Sharing: a Leadership Developmenti@tegy
Strategies for knowledge sharing referred to by esamiters asknowledge
managementKM), is another concept that is gaining increggiopularity in
the business world and which is applicable to efioical leadership and
management. It enables one to develop a framewitikn which to structure
sustainable collaboration between parts of the yates). Associated with
KM are a range of terms such as “the learning aegdion”, “intellectual
capital”’, “and intellectual asset management”, “oamities of interest”, etc.,
all of which, | would argue, speak to the idea ddedf-organizing and self-
renewing organization or community. Over the Bestade, there have been
numerous definitions of KM. | have chosen one dym&ndet al, which

goes thus:

Knowledge management consists of a set of crossptisary
organizational processes that seek the ongoingamghuous creation
of new knowledge by leveraging the synergy of connyg
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information technologies, and creative and innasatcapacity of
human beings (Ahmend, Kok and Loh 2002:12).

Three points can be highlighted from the quotati@me is that the definition

shows that for a knowledge ecosystem to functi@netthas to be deliberate
sharing of both tacit and explicit knowledge. Tdexond is that knowledge
sharing comprises cross-disciplinary processes éhabmpass a variety of
strategies. Quintas and Ray (2002:9) give an elaofthow KM takes place

in an organization. It encompasses a varietyrategies, which include:

» Targeted on communicating, learning, reviewing,teapg and sharing
knowledge;

 Use of stories to communicate experience, targeiadtransferring
learning;

» After-action reviews, capturing learning from expece;

» ldentifying specific and tailored information orrdoacts;

» People database, providing access to expertise;

* Learning from mistakes, surfacing and capturingriea in a non-blame
culture, avoiding costly repetition; and

» Sharing expertise.

The third point from the knowledge management dkaim is at the heart of
knowledge management or knowledge sharing. Ihésitlea of leveraging
knowledge for the survival of the ecosystem. Amifsa out above, the skill
of leveraging knowledge is an important leaderstumpetency. Novins and
Armstrong (2003), writing about a business orgarora have characterized
leveraging knowledge as the art of “choosing [igét] spots for knowledge
management”, which means the ability to identify popunities for

leveraging, or taking advantage of particular atpeand contexts of
knowledge generation, communication and utilizatid®elating this point to
education, it can be said that for a leadershipeldgwment programme to
implement a knowledge sharing strategy successiitiligust give participants

opportunities to practice and develop skills fordeaging knowledge within
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their education district ecosystem. For Novins @&mwchstrong, knowledge

leveraging takes place along four dimensions.

3.4.2 Dimensions of Leveraging Knowledge and their
Implications for Leadership Development

Novins and Armstrong (2003:47) state that “in cdesing the question what
knowledge to share, the answer need not be exprass&nowledge about x’
or ‘knowledge about y”. The point they are makirsgthat asking about
knowledge in this way leads one to thinking abonbwledge in terms of
domains or content. Novins and Armstrong arguéttiia is not a useful way
of thinking about knowledge sharing. Instead, ¢herneed to think in terms
of the second question, that is, the relaipplicability andtransferability of

knowledge. Any given piece of knowledge that may important for

decision-making, according to Novins and Armstrdiadjs somewhere along
four dimensions, consisting of a horizontal contimuof applicability and a

vertical continuum of transferability, as depictedrigure 3.3.

Figure 3.3: Applicability and Transferability of Kn owledge (Adapted from
Novins and Armstrong)

PROGRAMMABLE

Rule-based knowledge.

Can be applied multiple
times.

‘Learning from history’ to
avoid repeating mistakes.

Quick Access Knowledge Broad-based Knowledge
LOCAL GLOBAL

Applies to limited set of Widely applicable across
conditions. organizations.
Depends on local Crosses process, technical
conditions. & cultural bounds.
‘Detailed’ knowledge ‘General’ knowledge.

One-off knowledge Complex Knowledge

(e.g. internal staff) (e.g. Goomities of practice, mentoring,

coaching, etc)
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Context sensitive.

Judgment-based.
‘Just-in-case’ knowledge

UNIQUE

A number of points can be raised from Figure 3[8.facilitate the reading of

the figure, it will be useful to unpack each coatim in turn.

3.4.2.1 Local-Global Knowledge Applicability Continm

At the one extreme of the continuum, a thing tlsaknown might be purely
local, that is, it applies only to its immediatet s conditions and is
dependent on local physical and/or geographic ¢ommdi. It goes without
saying that people who live in a particular logalivill have detailed
knowledge about how, for example, mountains, rivefsnatic conditions
impact on their everyday activities, including ealiien. For example, in a
particular community, it may not be possible foarleers and educators to
start school on time as mandated by the Districidaton Office because of
physical barriers such as | have mentioned. Heaple will apply mainly
tacit knowledge and relatively little or no expliknowledge, as they are not
likely to have access to documents, books, etat tontain the kind of
knowledge that will help them deal with the sitoati

At the other extreme, the knowledge might be glabahature, applying
across organizations, cultural bounds and localiti€his type of knowledge
is mainly explicit, found in books, documents, eit.is not unreasonable to
assume that books and documents will contain teeand concepts about
education and educational leadership that are Ggipé almost universally.
For example, the fact that leadership is associaitdvalues beliefs, vision
and other cultural factors applies in all contextsowever, the local values,
beliefs and other cultural elements are usuallyaagitured in global books.
Herein lies a challenge for any leadership developemt programme: how
to structure it in such a way that the local knowlege dialogues and
engages the global to create new knowledge thatapplicable locally.
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3.4.2.2 Programmable—-Unique Knowledge Transferatyili
Continuum

Another issue to consider concerning knowledge aw hransferable it is
across situations. Novins and Armstrong argue thame pieces of
knowledge are highly transferable. They give amangple of rule-based
knowledge or that which is learned from history elducation, for example,
poor communication within a department or schooy tead to unrest or even
to a riot. Experience from the past may be docuewershowing that
whenever there is poor communication some unrefibwis. Good
communication can therefore be stressed in docwedenkeadership
development programmes. Another example conceutes rof financial
management. There are a number that are appliaaldss situations and can

be reflected in leadership and management currariass the world.

At the other end of the continuum, transferabiigylow when knowledge is
context sensitive and judgment-based. While suodbwledge can be
documented, it is hard to capture in such a walitltan be accessed “just in
time” to address a problem. Much leadership kndgge from books,
especially by western authors, does not cater foque context-specific
problems or situations that require leadership mueilgt on the spot. In
leadership work there can be no shortage of suctekts. Leaders, therefore,
have to rely on their embedded and tacit knowletdgdeal with the given
situation. The challenge here is how embedded and tacit knowdge can
be made to engage with the explicit to produce neleadership knowledge

that will guide the transformation agenda.

The fact that any form of knowledge, particulayadlership knowledge, may
be more or less applicable depending on where wnisthe local—global
continuum, or transferable, depending on wheresiton the unique—
programmable continuum, raises fundamental questioegarding an

appropriate learning programme for leadership pedjzan.
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3.5 Leadership Development and Social Learning Thep

In Table 3.1 above, it was seen how the approadbaiming and leadership
has been shifting over the years, from traditidmathavioural approaches to
communities of learners and constructivist learninghe last two are
consistent with the knowledge ecology approach vast argue below. 1 will
draw heavily on Etienne Wenger’'s theory of socedrhing as well as the

concept of community of practice.

3.5.1 Social Theory of Learning

| have argued above, following Lambettal. (2002),that leadership is about
learning. Apart from the summary in Table 3.1avé not yet unpacked what
approach to learning is consistent with the devalemt of constructivist and

collaborative leadership. Wenger’'s theory willghehe do so. In outlining

his theory, Wenger (1998:3-17) starts by examinivitat matters about

learning, the nature of knowledge, knowing and kesy He argues in terms

of the following assumptions:

» that humans are social beings;

» that knowledge is a matter of competence with retsge valued
enterprises;

» that knowing is a matter of participating in thesut of such enterprises;
and that learning is intended to produce our ghiititexperience the world

in a meaningful way.

The point arising from these assumptions is th#temry of social learning
must, therefore, integrate various components sacgso characterize social
participation as a process of learning. Followivgenger, | have
characterized a social learning theory for leadprslevelopment in Figure

3.4, overleaf.
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Learning as

Belonging
Community
A
Learning as Learning as
Doing Becoming
Practice < Leadership Learning =——— Identity
Learning as
Experience
v -
Meaning
Figure 3.4: Social theory of Leadership Developmer(adapted from Wenger

2002:5)

From Figure 3.4, four key components of a soci&otii of learning are

outlined as:

1. Meaning: a way of talking about our (changing) abilityrdividually and

collectively — to experience our life and the waakeimeaningful.

2. Practice a way of talking about the shared historical aadial resources,
frameworks and perspectives that can sustain mutnghgement in
action.

3. Community. a way of talking about the social configuratiagmsvhich our
enterprises are defined as worth pursuing and auticpation is
recognizable as competence.

4. Identity: a way of talking about how learning changes who ave and

creates personal histories of becoming in the sbfeour communities.

In the foregoing summary, it can be seen thatlithalfour components of the
theory, learning takes place in an ecosystem ofnoonity where identities

and meaning are formed through practice. Viewedudph the lenses of this
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theory, it is difficult conceive of learning outsidof these components.
Relating Wenger’'s ideas to education and alignihgnt to the central
argument of this chapter, | return to the notionanf education district

knowledge ecology organization (see Figure 3.1).

In order to promote social learning, in the seresscdbed above, an education
district which strives to become a knowledge ecplogganization would put
less emphasis on functional departments and adopumaber of cross-
functional structural arrangements that encouragersg of knowledge rather
than compartmentalization. In other words, a kmalgk ecology education
district would have different departments withiatllistrict cooperate around
a common goal, such as improving the pass rateafriaulation level. The
departments would then share knowledge and resoutowards the
achievement of that goal. The sharing could tdkeepthrough a variety of
structures. A number have been suggested (McDert889; Hewitt 2003;
Mitchell 2003). However, | would like to focus émo which | think are most
relevant in education and which also illustrate argument that anchors
transformation in knowledge sharing strategieswould argue that the two
potentially most powerful vehicles for sharing tamd explicit knowledge are

teamsandcommunities of practicel explore these terms in turn below.

3.5.1.1 Learning and Sharing Knowledge in Teams

The word “team” is often used without much caral@fining what it means.
McDermott (1999:2) has defined a team as “a grdygeople with a common
goal, interdependent work, and joint accountabiliyresults.” Moyo (2003)
has warned that the notion of “team” as a soci@mnee concept needs to be
problematized, as studies in other countries an8aduath Africa have raised
issues around how School Management Teams (SMTiK), fav example, as
well as the processes that lead to their formadimh sustenance.

Notwithstanding these cautionary remarks about $e@md teamwork, modern

non-hierarchically oriented organizations placereag deal of emphasis on
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teamwork. McDermott (1999) has argued that teamnsbe great vehicles for
learning and sharing knowledge in the sense that:

* Team members can build on each other’s ideas aspledetheir thinking
and insights.

* Teams can provide a safe environment in which meoph collectively
reflect on their experiences and the implicatiohshose experiences for
the organization.

» Within the context of a knowledge ecology educatilistrict, teams can
be built that consist of a people from differenpaegments and professions
such that they share the knowledge needed to achdentified goals.

* By working together in close proximity over an exded period, teams
develop a rhythm, rapport, common identity andttthat vastly improve
their ability to build on each other's ideas towarthe solution of

problems.

Despite a number of advantages, applicability aiieds to new post-
bureaucratic organizational principles, teams aot without problems.
McDermott (1999:3) has raised a number of limitasiahat teams can have.

They include:

* Teams can become new “silasit has been reported that people in team-
based organizations often complain that they hawbte getting
information from other teams. The very thing thtkes teams work well
can easily lead to two related learning disabgitiesolation and team
myopia.

*+ Teams can get isolatedConcentration on team goals can lead to team
isolation in the sense that even when team menfhblysintend to share
knowledge with other teams, team goals often pultsongly on people’s
time, that they simply cannot find the time to @o s

» Isolation can lead to team myopidt is argued that when teams are

isolated or lose touch with other teams they gt the habit of rejecting
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ideas from outside and lose the ability to generse ideas and, thus

become myopic.

Given the potentially debilitating limitations of orking with teams,
McDermott (2003) has argued for a “double-knit” @ngzation, where teams
are combined withcommunities of practice Instead of sharing learning
through teams, organizational structures are algate weave teams together
with communities of practice. | return to this adéater. For now, it is

important to explain briefly what is understooddmymmunities of practice.

3.5.1.2 Learning and Sharing Knowledge in Commupesi of
Practice

In Wenger's theory of social learning, it was séeat knowledge cannot be
separated from the communities who create it, asend transform it.
According to this perspective, the source and lonabf all knowledge is

community As Wenger, McDermott and Snyder (2002) explain,

Community creates the social fabric of learningstfong community
fosters interactions and relationships based omahuéspect and trust.
It encourages willingness to share ideas, exposésagnorance, ask
difficult questions, and listen carefully...Community is an important
element because learning is a matter of belongsgvall as an
intellectual process, involving the heart as wslttze head (Wenget
al. cited in Mitchell 2003:19).
According to this argument, a community is morentllae sum of its parts.
Having others who share the general views of eaemlper yet at the same
time bring their own individual perspectives to gmmpblem, creates a social
learning system that goes beyond the sum of itsspaks seen in Wenger’'s
theory of social learning, all the learning togetheharing of knowledge,
happens within the context of a social practicer \Wengersocial practiceis

the other key term in the concept of communitiepraftice. Social practice

...denotes a set of socially defined ways of doiriggs in a specific
domain: a set of common approaches and sharedastEnthat create
a basis for action, communication, problem solvipgrformance and
accountability. These communal resources includeadety of
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knowledge types: cases and stories, theories, ,rdteasneworks,
models, principles, tools, experts, articles, lassdearned, best
practices and heuristics. They include both @t explicit aspects of
the community’s knowledge (Wenget al. cited in Mitchell 2003:25).

For Wenger, therefore, social practice is what raefi communities, hence
“‘communities of practice”. In earlier writing, Wger (1998:43-50) outlines
this line of thinking in more detail. He puts fawl a number of defining
features of community of practice. In this sectibsimply outline them. |

will examine them in greater detail in the nextplea, in conjunction with the
experiences of participants of a leadership devety programme which |

introduce in Section 4 below.

* Practice as meaning The idea that social production of meaning is the
relevant level of analysis for talking about preeti
* Practice as communityThis refers to the fact that social practicehs t

source of coherence of a community.

* Practice as learningPractice must be understood as a learning process

and that a community of practice is an emergenticgire where
newcomers can join the community and thus furttsepractice.

* Knowing in practice Explains what it means to know in practice, ittea
that there is no dichotomy between theory and m®ct Instead, the
relation between theory and practice is always dermpnd continually

interactive.

For Wenger, communities of practice are places ahezople develop,
negotiate and share knowledge. In short, a comtmuwoiipractice refers to a
group of people who share a common concern, s@raiflems or passion
about a topic and who deepen their knowledge apeéréze in this area by

interacting on an ongoing basis.

In the next chapter, | will draw on these ideasulmmmmunities of practice
and look for evidence, within the framework of asueational leadership

development programme in the Eastern Cape, of hewfbrm in educational

89



organizational contexts as well as educational estakler communities in
South Africa. As a relatively new concept, comntiesi of practice have been
presented with very few problems. The next chapi#tralso examine both

their inherent strengths and problems.

3.5.1.3 Teams and Communities of Practice: Summary
Characteristics

In the previous two subsections above, it can ben siat teams and

communities of practice are key social structumsldarning and knowledge

sharing. In this sense, they are building blocksweell as the basis for

sustainability for a knowledge ecology organizatidBefore looking at their

implications for leadership development, it mayuseful to summarize the

defining characteristics of the two.

Table 3.4: Summary of Characteristics of Communitie of Practice and Teams
(Adapted from Hewitt, A. 2003 and McDermott, R. 199)

Purpose Membership| Glue Duration | Structure
Community | Exchange | Self select Passion, As long Informal
of Practice | Knowledge identification| as the

with group | interest
lasts
Team Accomplish Assigned or | Milestones | Task Mainly
task selected or mandated| completed| formal
goals

As can be seen from Table 3.4, a community of praaxists solely for the
exchange of knowledge. The membership is voluntaaged on a shared
passion that a group has about a topic and suomananity will last as long

as the interest lasts. Whereas teams are tightggrated units driven by
deliverables, defined by tasks and bound togetlyembmbers’ collective
commitment to results, communities of practicelaosely knit groups driven
by the value they provide to members. They arenddfby opportunities to
learn and share and bound by a sense of colledadimetity. Following,

McDermott (1999), that neither teams nor commusitié practice on their

own are sufficient structures for developing andintaning a knowledge
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ecosystem, a blending of the two structures camepuseful as communities
of practice weave teams together, and teams skremgtommunities of
practice. What role, then, does leadership plaflithis?

3.5.2 Implications for a Knowledge Ecology Leadersp
Development Perspective

From the above description of teams and communiiegractice, it is
necessary to pick up a few points that are of eslee to the leadership
development approach | have outlined. First, lestdp development within
this framework will need to give learner leaderpanunities to build and
work in teams as well as communities of practite this way, they develop
practices which help them become team and commpiatyers. Second, as
part of the major thrust of the programme, a kndgke ecology leadership
development approach would put emphasis on an siaheling of the
knowledge ecosystem in which the educational lesmerworks. Third, in
such a programme, there would be need to map theagdn district
ecosystem with a view to identifying, strengths aopportunities for
addressing challenges that impede the achieveniestai®d goals. Fourth,
over and above other skills, the learner leademsldvbave to learn skills for

nurturing the ecosystem.

3.5.3 Critique of the Knowledge Ecology Perspective

Any perspective has its strong aspects and itdesigds as well. What | have
presented so far emphasizes the strengths of ppgach. The approach,
however, can be challenged on a number of poirgst, that in all the
networking, the role of the individual leadershigian is underplayed. My
discussion in Chapters 1 and 6 concerning the tgualisubject and object, as
well as between individual agency and structurghlight the complexity of
social life. Both the individual agent and theusture of the ecosystem are
interdependent. Second, the ecosystem framewastkraes consensus about
values and goals that all members of the knowleslgdogy system work

towards achieving. This is problematic, as the mregs that some people
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attach to various situations, as Wenger’s argurskaws (page 199), may be
reifications of the dominant discourses. In otWwerds, within an ecosystem
there are power dynamics whose consequences musedognized and
exposed. Related to the issue of power, is a ttitectism, concerning the
guestion of whether the ecological collaborationmatro or local level of
school community can make any difference in altemmational and global
political, hegemonic power balances. An examplehi$ question is that
often local school communities are asked to collateoand be subjects and
objects of their own development. But in the Soé@fhican situation with a
long history of dispossession, it is difficult t@es how much impact this
strategy can bring to the very poor school comnesmitvithout conscious
redistribution of resources at macro level in favotithe poor, and without
altering wider societal power relations. The thisdcial justice perspective
(see page 48), based on grand narratives origiaitn the Western

enlightenment tradition, offers another way of lmgkat the issue.

On the whole, however, the ecosystem approactp@aerful perspective for

taking collective action.

In this section | have sketched, in theory, some d@ncerns of a leadership
development approach that is informed by a knowdeegplogy framework.

What remains is to explore what evidence therefisugh an approach to
leadership development. To do this | focus inrtbgt section on a case study

of a new leadership development programme.

3.6 Educational Leadership, Management and Developemt
(ELMD) Programme: An Example of a Knowledge
Ecology Approach?

3.6.1 Background and Purpose

In July 2003, the University of Fort Hare’s therh8ol of Education launched
a new leadership preparation programme, called &du@l Leadership,
Management and Development (ELMD). The idea of ftogramme started

in 2000 during a discussion between NhlanganisallBland George Moyo,
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both academic practitioners at the University oftFtare. The idea arose out
of three basic concerns. One was the shared lagletesire to see tangible
and observable changes taking place in schoolscamnunities, as a result
of various projects (Imbewu, Isithole, Ikwezi, ment just three examples)
aimed at bringing about transformation. The seaetated motivation was to
address the apparent lack of coordination and gynamong various efforts
within the Eastern Cape Department of Educatiomtpm to a possible gap
in leadership. Following this was the third quasstfocusing on why there
was this apparent gap in leadership despite maivensity based educational
leadership and management programmes that havethevgears, produced a
number of graduates serving in the schools syst&tadla and Moyo then
sought to develop a leadership preparation progetat not only seeks to
answer these questions but also to promote inegjrahole school and whole
district development through the development anduning of leadership and
management knowledge, as well as the cultivationaothange-activist
consciousness in education organizations and stédeshcommunities. The

main purpose is, therefore

to harness and organize local and global humanreaidrial resources
for development through educational leadershigh wie ultimate goal
of impacting learner outcomes through improvingckeag and
learning in schools, as well as the support pravitie schools by
communities, regional and district authorities (@ and Moyo
2002:4, Appendix 1).
As can be seen, from the above quotation, the itingniiehind the programme
speaks to an ecosystem with various parts workiogether for the
development and survival of the system. The iddhat these elements of the
ELMD programme can develop in such a manner they tre both self-
reinforcing and supportive to each other. The nmasghips between
communities and education organizations ensure thate is a cross-
fertilization of ideas between these sectors, lggado relevant actions for
change. At the same time, this leads to the dewatmt of learning

communities within and outside education organizesti The expectation is
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that this leads to the creation of qualitativelywn@duman and material
resources that can be mobilized and used for fuetigon aimed at change.

3.6.2 Objectives of the ELMD

Specific objectives of the programme have beeedtas:

* Mobilize broad based stakeholder participation iduacation and
community renewal and development;

» Develop education leaders and change advocatesadtlével of school —
including community — and district;

* Encourage the development and consolidation of H-sgstaining
capability for ongoing renewal and development dtiation districts,
embracing the notion of holistic education develepin and a
commensurate support infrastructure (doers, systrdsprocedures that
seamlessly connect policy development to implentemtacurriculum to
management, governance and citizenship-buildingy -ether words, a
knowledge ecology);

» Establish synchronous experimentation and co-lagracross a couple of
manageable sites;

» Facilitate the institutionalizing and sharing ofokviedge capital accruing
from the participatory education development itiwe of the kind
suggested in this proposal, as well as other hdh&on-accredited
initiatives, for example, Imbewu, Ikwezi and Isitbpand others.

* Disseminate lessons learned through the project iafidence other

education development initiatives in the regiorhweplicable insights.

In order to achieve these purposes and objectthesELMD curriculum is
designed along a social learning approach withilkknawledge ecology

framework.
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3.6.3 The ELMD Curriculum
3.6.3.1 Design principles

The programme was designed to differ from traddlorieadership

development programmes in two fundamental respects:

1. The admission of participants is team-basedh éaam to comprise at
least one member of a district education office,o twr more
principals/school heads from schools that the idisofficers work with,
teachers on school management teams, as well avenerof School
Governing Bodies (SGBs). With regard to distriffictals, it should be
noted that there will be a number of functionaragsthe district level
office, charged with a range of specific roles, giag from overall
leadership of a district, to education planning @anavisioning, financial
and information management, and curriculum devekgnand support.
The ELMD is meant to facilitate knowledge sharinghim and between

these role players.

2. The curriculum is structured in such a way thatteaching and capacity-
development approach is based on experiential ilgrmvhere concepts
and theories are built on everyday work responsésl and real-life
development challenges of those on the programifitee learning tasks
are meant to be a practice-based inquiry or Devedopal Research mode
(Moyo and Kgobe 2003), geared towards raisingaaitawareness of own
context and acting upon it in a continuous actieftection cycle. One
important consequence of this approach is thatlewthie programme is
intended to draw from relevant knowledge precedertted approaches
and experiences, it also seeks to add new angldsowf the holistic
education leadership and development challengebeaapproached. In
other words, it attempts to move beyond the trad@l approaches
described in Tables 3.1 and 3.2 above. The counakfitamework on
knowledge applicability and transferability gives frmmework within

which to assess this idea.

95



3.6.3.2 Learning Areas
The programme consists of eight learning areasgdedi to produce two

outcome areas, as shown in the figure below.

Module/Learning Area Outcomes
1. Leadership i
2. Schools Communities & Transformation .Vasliglsc(fcnmcitgsjmousness
> . Compassion & patience
* Respect
3. Developmental Research 7
4. Leading Professional Development Know|edge’ Skills &
5. Strategic Planning & Participatory ActiQg > Atti
itudes

* Practice-based inquiry frame

» Democratic, participatory
disposition

» Positive work ethic &

6.
7. Education Management & Development

8.

professionalism
» Determination
* Confidence

Policy & Education Development

Information System (EMDIS) >
Projects & Finance

*  Technical know-how & competence

D

Figure 3.5: ELMD Learning Areas and Expected Outcaes

The eight learning areas shown in Figure 3.5, foh@t 1, are clustered into
three sets. The first two introductory modules designed to oriented
participants into ELMD philosophy and values, asllvas build a new
consciousness. The rest of the areas are clustaremtder to achieve
knowledge outcomes shown in Figure 3.5. How thisfiguration plays itself
out in practice as well as elaboration of what ebdrning area seeks to

achieve will be discussed in the next chapter.

3.6.3.2.1 Learning Area Themes
The learning areas have been further organizechdrthemes in order to give
participants practical opportunities to addresslrgaissues and challenges as
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well as build teams and community. The themes tdates a key activity

around which learning through inquiry, knowledgearstg, as well as

leveraging knowledge to change their circumstanisesnvisaged to take

place. The learning area themes are shown in Table

Table 3.5 Learning Area Themes

11

Theme and | Content of Key Module/Learning Outcomes
Key Activity Area
Activity
Values and Consciousness
1Profiing |+  Team building . Developmental |+  Umuntu ngumuntu
- Identity profiling Research ngabantd
. Leadershipissues | L-eadership ¢ ldentity
«  Community mapping * Schools, . *
Communities and . d pat
Transformation and patienc
| Knowled
2.Social * Analyze data from » Developmental Attitude
Mobilization community mapping Research «  Pfactice-based inquiry
*  Deepen community |« Schools, Democratic participation,
profile Communities and disposition
Transformation

*  Vision crafting

e Establish, strengthen
district, school and
community forums

* Leadership

e Policy and Education
Development

* Positive work ethic
* Determination
* Confidence

¢ Technical know-how and
competence

3.District and
School
Planning

e Write development
plans

* Understand role of
policy in planning

« Understand role of
finance in planning

» Develop professional
development plans

* Leadership

e Participatory Action
for Strategic Planning

» Finance and Projects

» Education
Management,
Development
Information System
(EMDIS)

Knowledge, Skills &
Attitudes

e Practice-based inquiry

« Democratic participation,
disposition

* Positive work ethic
¢ Determination

*« Confidence

® A person is a person because of other people.
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4.Constructing
and
Implementing
Plans

Participants finalize and implement plans

Reflections
and outcomes
of plans

Affirmation

In Table 3.5, it can be seen that there are foyrtkemes. For each key
theme there was a set activities covered in modaeswith corresponding
outcomes. For the benefit of participants threemt modules which
comprised, “Profiling”; “Social Mobilisation” and District and School

Planning” were developed. They were meant to sirecthe set of activities
under each theme and draw together strands froim re¢etted learning area.
These have been included in this study as Appehdi©once again, how this
has worked out for the first cohort enrolled on thegramme will be

examined in the next chapter.

3.6.4 Structure of the Learning & Development Progamme

The participants’ learning is supported by a varit strategies that combine
week-long block sessions, individual work, as wal regular face-to-face
meetings, as shown in Figure 3.6:

Figure 3.6: Structure of the ELMD Learning and Devdopment Programme

— » Introduction and programme philosophy
Block Week 1 + Introductory team building (conversation)

(July, Year 1)

T H

—> « Introduction to district mapping and profiling

= !

Independent L « Profiling andEnvironmental Mapping activity

Action & Learning « Team Building and Leadership Reflection
(July—Sept, Year 1)

n

!
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Block Week 2

(end Sept, Year 1)

Block Week 3
(Jan,Year 2)

Profile Analysis and Consolidation
Prepare foSocial Mobilization

M

!

Independent
Action & Learning
(Jan—April, Yr2)

Independent
Action & Learning
(April=July, Yr 2)

Block Week 4
(July, Year 2)

Reports on district and school-community visiond an
structures

Reflection on Leadership development

Introduction to and preparation fBfanning activity

g

Mobilization for District & School Development
Planning

Planning, development of, and site-based review of
Plans

V
Beginlmplementation of District & School
Development Plans

n

U

Independent
Action & Learning
(July—Sept, Yr2)

Block Week 5
(end Sept, Year 2)

Whole-group reflection on Planning & Implementatig
experiences
Consolidation of capacity fd?lans Implementation

I

i

ContinuePlans Implementation
Preparation of detailed progress Repress Reparts fd
mid-Evaluation and Affirmation 1

I
i

Independent
Action & Learning

Presentation dProgress Reportsat Affirmation 1
(‘moderation’ by UFH, ECDoE, NDoE and other
assessors)

Conferring Section 21 status (‘full’/’conditionaignd
further preparation for improved action

Integration of Affirmatio}(l feedback and
consolidation of necessary cycle step(s) for
improved implementation

Preparation for Affirmation 2 angLMD
Colloguium
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(Oct—Nov Year 2) L

_ |

. .V . .
Block Week 6 - » Presentation &valuation at Affirmation 2 and
(Jan, Year 3) ELMD Cglloqwum _ _
» Preparation of M. Eds for dissertation work

The learning and development programme shown inr€i@.6 summarizes
the approach. Upon acceptance and enrolmentcipartis attend a week-
long Block Sessionin which writers of modules and other invited pleop
present a combination of lectures and workshopsaurind block sessions,
participants are introduced to key activity tasksl andependent as well as
collaborative action learning. Every fortnight, between block sessions,
there ardace-to-facesessions where participants meet as district besads
to share action-learning experiences facilitated tbprs who are called
abakwezeliwhich means people who “keep the fire burning”

3.6.5 Target Group

The programme is primarily aimed at developing:

1. people in positions of leadership and influewi&in districts, and

2. people who can be developed to step up to positf leadershfp
Participants have thus been drawn from:

» District, Circuit and Zonal Education Officials
* School Principals

* Members of the School-based Management Teams, duhibators and

administrative staff

® “Leaders” is used here to refer to stakeholders operatiregnumber of levels and sites:
district, circuit and school levels, for example, distridtoefs, school principals, teachers-as-
leaders, and parents as educational leaders. The ELMD doeasmatt po lobby formally for
participants to be recognized with promotion up the edutatiierarchy, even though
participation in the programme should empower and positioticgppants to be more eligible
should opportunities for advancement arise.
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* Members of School Governing Bodies and School Duprakbnt

Committees/Associations

The leadership of the team is expected to be aedhtask that will be
influenced by assignments, intended to capacithteagticipants to develop
their capabilities and model the desired leadersbligs they will be required

to play within their locales.

The teams may also include representatives of N@@&ing in education
development at the levels of school and distridtphe district development,
and the kind of leadership training advocated tghothe ELMD but not yet

sufficiently developed within many NGOs.

In future, it is envisaged that the ELMD will alsmdeavour to involve
education officials at levels of the system higthem the district and region,
i.e., provincial and national, in order to informdafine-tune a programme
design commensurate with the structural tenor efsystem — from school to
headquarters — as well as ensure appropriate dufgwathe programme by

senior managers of the education system.

3.7 Conclusion

If the underlying question in this chapter were thiee leadership training
makes a difference in leadership performance, mgarse would be to raise
an issue. This question begs other two relatedtouns. The first concerns
the conception of leadership in the first place #ng the kind of leadership
performance that is expected. Second, a corofjagstion relates to the kind
of organization and social contexts by which perfance is judged. With

these issues in mind, | have argued, building antpaaised in Chapter 2,
that shifting perspectives on leadership show awmmm trend towards

distributed/collaborative/constructivist leadershipssociated with this trend
is the tendency to view organizations as non-hofiiaal, developing towards
becoming learning organizations, and, more recéktipwledge ecologies”.

In the Eastern Cape, an educational transformaig@mda defined within this
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framework would be to build knowledge ecology ediacadistricts where the
various parts work collaboratively to achieve tloalg of the whole education

ecosystem as well as its sustainability.

Knowledge, whether tacit or implicit, is seen asr@asingly assuming the role
of critical differentiator between successful aadsl successful organizations.
As one of the key factors in change, knowledge tbabe created, shared,
managed and utilized for the achievement of idietifgoals. There is a
growing body of literature in the business worldieh | think has relevance
in education, concerning knowledge sharing and g@ament strategies that
focus on teams and communities of practice as le=hifor leveraging

knowledge for change.

My concern is that, by and large, educational lestdp development,
especially in South Africa, continues to offer itamhal programmes that do
not seem give due recognition to shifting orgammratl and social
perspectives in the sense described above. | tierefore argued for an
educational leadership development that moves kbl traditional domain
towards a knowledge ecology framework. In argdorga departure from the
traditional approach to leadership development Inatn however, advocating
a wholesale abandonment of training, teaching avattung. | am rather
arguing for alternative ways of leadership prepanathat incorporate what is
consistent with a transformation agenda and thdymtion of distributed and
constructivist leadership. Such an approach tddeship development would
put emphasis on a curriculum built and deliverexlad everyday experiences
in order to address real-life leadership challengétw this works out in
practice is the subject of the next chapter, whigh present and examine
evidence from experiences of the new leadershigldpment programme
introduced in this chapter.
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CHAPTER 4:
Methodology and Approach to Research

4. Introduction

This chapter presents the methodology of this rekeatudy. | start by

tracing the philosophical foundations of socialeash methodology, leading
to an exploration of paradigms that inform the desof the study. This is
followed by a discussion developed around areasoaimonality between
two paradigms, the interpretive and critical sceentflag ideas of reflexivity,

representation and principles of good researcmallyi, drawing on insights

from ideas in the intersection between the two gligras, | explain the design
of the study as well as the structure of the ingasibn and the research

methods used.

4.1 Philosophical Foundations

4.1.1 The Problem of Knowledge

Research has been characterized by Wolf (1993:)6a%7a “way of
knowing” that can be contrasted with several otlays, such aauthority,
tradition andexperience While each of the ways can be discussed, tHe rea
issue is that such an exercise could be futild hegs the basic questions of
what knowledge is and how we know what we know.e gnestion of what
counts as knowledge and how we acquire it touchesfumdamental
philosophical issues that can be traced to whais@ms (2000) calls the
dualisms of the enlightenment. One such bone wffecdion concerns debates
around the dualist characterization of the worldt“there” versus the world
“in here” (Gergen 2000: 8-31). According to th@nception, “in here” refers
to the subijectivity of the mind, while “out theregfers to the objective world
outside of the mind. This school of thought is coonly calledrationalism
For rationalists, we cannot know the world directly is through our reason
that we come to know the world. The world, ratitsta argue, does not

produce our concepts; rather, our concepts helprganize the world in
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various ways. We see the world differently because approach each
particular situation with different mental categsti Operating within this
frame, we know what we know through the proceshefmind mirroring the
world as it is, that is, the objective world. Ither words, “ideas and thoughts
guide us to the truth” (Yates 2004:135). The peabl however, is that this
view is problematic as it is based on the assumptiat the mind in fact
functions like a mirror. Put in another way, “If @e have is the reflection in
our minds, how can we be certain of what is ‘outr¢h producing this
image?” (Gergen 2000:10). This line of reasoniegakin to a type of
reasoning referred to asmpiricism which postulates that it is not ideas but
“observable empirical facts that guide us to thuhtr (Yates 2004:135). It is
against these traditions that contemporary comgeteradigms continue to

influence our research methodologies and designs.

4.2 Paradigms on which the Study is Anchored

In an on-going attempt to grapple with the probleftknowledge, different
paradigms have emerged over time. Denzin and Lin¢b998)define a
paradigm as a basic set of beliefs, a world-vieat tiuides the actions of a
researcher. It encompasses three elements. Gpestemologywhich asks
the question of how we know the world — a probletated to the world “in
here” versus the world “out there” as discussedr@abdrhe second element is
ontology,which raises basic questions about the natureaditye The third,
methodology,focuses on how we gain knowledge about the worliah
mapping the paradigms that guide this researcls mecessary to allude

briefly to the landscape.

In educational research, different writers haveegatized paradigms in
different ways. Terre Blanche and Durrheim (1988)jde them into three,

the empiricist, interpretive and constructionisonnole (1993) on the other
hand comes up with four: empiricist, interpretiedtical and deconstructive/
poststructural paradigms. Other writers, suchaasRensburg (2001), refer to

these not as paradigms but rather aagentations. For van Rensburg,
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researchers in education are typically guided bsitposm, post-positivism,

interpretivism and the critical science researdbrdations. We end up with

three or four paradigms, depending on which writeesagree with. Perhaps

a useful way of settling on a paradigm or paradi¢gpmguide research is given

by Gough (Undated:9), who suggests that we shoskdoarselves what the

purpose is of the research, as choice of paradsgpaitly influenced by the

interests of the researcher.

Table 4.1 below gi&esummary of four

paradigms categorized according to ontology, epistegy, methodology and

purpose/interest of the researcher.

Table 4.1: Categorization of empiricist/positivist,interpretivist, critical &

poststructural paradigms.

Empiricist/Positivist

Interpretivist

Critical

Poststructura |

Ontology Stable, external Internal reality of Critical, realistand | There is no reality
reality. Can only be | personal, subjective material. Multiple accessible to us
understood by experience. Multiple | realities which are beyond language.
empirical inquiry or | realities requiring problematic. Socially,
scientific method multiple methods of constructed reality

understanding

Epistemology Objective, detached| Empathetic - observer | Intersubjective Meanings are
observer. intersubjectivity. objectivity. discursive and
Observation through | Meaning the basis of | Suspicious, political | plural. There is no
clear rules not data and produced observer constructing fixed meaning,
modified by setting | through linguistic & versions. Interpretive meaning shifts
and independent of it} cognitive skills of plus critical self- according to its
Observers control researchers, i.e. reflection concerning | context and
their bias Dialogue. the grounds of motivation of

reflection speakers/writers &
listeners/readers

Methodology Experimental, Interactional, Textual analysis, Deconstruction

Quantitative and
qualitative
Hypothesis testing,
Analytical

interpretive, qualitative

discourse analysis,
Participatory researcl
e.g. Action research,
Practice-based Inquir

Textual analysis,
discourse analysis.

y

Purpose/interest

Predict, explain

Understand, discove

meanings and beliefs

rEmancipate,
empower, transform

Deconstruct,
Identify positions
for marginalized
groups

Source: Adapted from Cantrell (1993); Rensburg (200); Guba, E.G. and
Lincoln, Y. S. (1998); Gough (undated) and Terre Binche and
Durrheim (1999) and Connole(1993).
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In this study, my purposes are three-fold: thetftvo are to explore and
understand the theory and practice of educatioeatldrship. Given the
context in which the research is taking place Gkapter 1); | also have a
third purpose, an agenda to make a contributiorthtd development of
educational leaders for educational transformatibnawing on insights from
a number of paradigms as summarized in the abde, the three which best
serve my purposes are the interpretive, concernigd uwnderstanding the
nature of reality under investigation; critical exate, to assist with my
emancipation agenda; and lastly, the poststructuvhich fits in with my
interest to deconstruct and construct the realitglen investigation. In the
interest of space, | will not discuss the poststnat paradigm separately but
will draw on insights from this perspective as irmrated in a
“reconceptualized critical theory”. The important point is not whether there
are two, three or four paradigms but how each wgriahatever it is called,
serves the purposes of the study. In the subesecthat follow, | will attempt
to sketch the contributions of the interpretive anitical science paradigms,
highlighting the relevance of some of the key argnota for the problem of
knowledge and its production. | will end with & sé& conceptual issues that
lie in the intersection of the two paradigms, asd this to frame the research

design and methods used in the study. Firstnieegretive paradigm.

4.2.1 The Interpretive Paradigm

Picking up from the dualisms of the debate betweationalism and
empiricism, the two main traditions influencing edtional research, the
positivist is based odeductive reasoning, which believes that the wisrkeiternal
and objective and that the researcher should fawus'facts out there” to be
discovered through scientific method. By contréis¢ rationalist view is based on
inductive reasoning, which believes that the wasldocially constructed and that the
researcher should focus on meanings attached imugagituations and actions. The

interpretive paradigm falls within this latter.

" See discussion on Critical Science Paradigm in 4.3 below.
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The interpretive paradigm posits that the worldcluding education

organizations, district offices and schools argadlycconstructed. Research
operating in this framework, therefore, focusessonial interactions and the
meanings attached to them. Revealing these mearimaples participants to
peer into their own belief systems, attitudes, agdions and ideologies
underlying their practices. The researcher guldethis perspective will use
interviews and observations of interactions inraerpretive mode in order to
uncover meanings and perceptions of “what is hapgérnn an education

organization.

The question of what is happening in an educatigiarmization is more than
just the issue of meanings. It also has to do wgtablishing the practices
undertaken by the actors. To this end, this stalyght to discover not only
leadership knowledge but also leadership actiohsallg undertaken by those
who participated in the study. This research flauher sought to “uncover”
what happens in their everyday work situation bplof@ng an interpretive
project. According to the interpretivist perspeetipeople attach meanings to
various everyday activities undertaken within thstrett or school. This,
among other things, means that different meaningg be attached to an
activity, such as an official meeting, with inteddeand unintended
consequences. Meaning, according to an interjgefwint of view, is what
distinguishes human action from that of objectisretjuires that the inquirer

must grasp the meanings that constitute that action

Grasping meaning is, however, a problematic is$iz has given rise to
debates, within this tradition, between interpristiv and the philosophy of
hermeneutics. According to Schwandt (20G8gre are four ways of
theorizing the “notion of interpretive understarglifVerstehen) three that
constitute the interpretive tradition and a foutttat marks the distinction of
philosophical hermeneutics from that traditionlbid. p. 191). These are

summarized below.
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4.2.1.1 Emphatic Identification

Understanding the meaning of human action, accgrdm this line or
argument, requires grasping the subjective consoess or intent of the
actor. In other words, it entails emphatic idecdifion, that is, acquiring an
“inside” understanding of the actor’s definitiontbe situation. The question
of whether it is possible to achieve an interpeetinderstanding through the
process of grasping an actor’s intent and how ateally goes about doing
this remains a contentious issue. Neverthelesguld argue that the quest
for emphatic identification constitutes one of tt@ons of rigour for inquiry

within this tradition.

4.2.1.2 The Phenomenological Approach

Another way of theorizing interpretive understamdincomes from

phenomenological sociologists. One of the centtahcerns of the

phenomenological analysis is understanding howettegyday intersubjective
world or what Sergiovanni (2000), within the coritean education

organization, calls the lifeworld (see Chapter 28) donstituted. Two

conceptual tools used in seeking to grasp intaygreinderstanding are: first,
that the meaning of a word is or utterance is ddeenhon context of use.
Consider, for instance, an interview situation veh@n interviewee gives
answers he or she feels the interviewer wants &o. h&Vithout going deeply

into the phenomenological methodology, this tells that in attempting to

achieve interpretive understanding | must be awéatke research context and
strive to minimize the misinterpretation. As toetiher this is an attainable
goal remains a big question. The second concepgasition is that an

utterance is not just about something, it also titutes an act of speech or
language, which is discussed below. There is nmra phenomenological
approach than is sketched here but, in the intefespace and time, | move
on to a related approach within the interpretiaglition.
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4.2.1.3 The Language Approach

This approach reasons that human action is meanibgfvirtue of the system
of meanings to which it belongs. Wittgenstein nefd to this as the
phenomenon of the “language garfiethich has its own rules or criteria that
make the game meaningful. For theorists using therspective,
understanding the institutional culture, valuedigli and so on is the goal of
Verstehen According to this perspective, there is no megnoutside of
language. Meaning is constituted in language. m#aning can only be
accessed through language then this raises fundahieplications for both
the researcher’s language and that of the resehrche the critical theory
perspective below, it will be seen that languagens of the major issues
researcher ought to grapple with. But for now,sltould be useful to
summarize the contributions of interpretivism insidaing a research

methodology.

Schwandt (2000:193-194) summarizes common feanfr@sterpretivism in

the following points:

* They view human action as meaningful.

* They evince an ethical commitment in the form afpect for and fidelity
to the lifeworld.

* They emphasize the contribution of human subjdgtiiie., intention) to
knowledge without thereby sacrificing the objedivof knowledge.

* The meaning that the interpreter reproduces ornsgoacts is considered
the original meaning of action.

* In order not to misinterpret, the interpreter masiploy some kind of
method that allows them to step outside their hisab frames of
reference.

* They assume an understandingumiderstanding In other words, they

consider understanding to be an intellectual poeesereby the subject

8 Cited in Schwandt 2000:192.
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inquirer, gains knowledge about an object (i.ee theaning of human

action).
The above summary shows that my interest in ingdiny the world-taken-
for-granted has to take into account the abovegths and weaknesses of the
approach. It also raises the fundamental issuéhavi to define what
“understanding” actually meankbid:200). Nevertheless, the foregoing is one
variant of the interpretivist approach. The othanjch is worth interrogating,
is the hermeneutic approach. Some writers, sudbhdkps (2000:20), argue
that the hermeneutical and interpretive approaehnesynonymous, the only
difference being that the one term derives frome&rand the other from
Latin. However, for the purposes of grasping thgantes | discuss

hermeneutical contributions separately.

4.2.1.4 The Hermeneutic Approach

The hermeneutic approach to interpretive understgnthkes issue with
interpretivism on a number of points. AccordingSichwandt (2000:195), the
hermeneutic position rejects the notion that reaghinderstanding is a matter
of setting aside, escaping managing, or tracking’sorown standpoint,
prejudgment, biases or prejudices. Hermeneutidogpbphers argue that
understanding is not an isolated activity of hurbamgs but a basic structure
of our experience of life. It can thus not be meshlito anything simpler or
more immediate. The second point that hermenéuwiarists argue is that the
interpretivists’ claim that that the inquirer caes out of his historical frame
of reference is unattainable. It is like trying“step out of our own skins”.
The third point is that understanding is somethihgt is producedin a
dialogical situation which involves participativegnversational and is always
bound up with language through the logic of questiQ. It is, therefore, not
somethingreproducedby an interpreter through an analysis of that whieh
or she seeks to understand. The third point puiefad is that understanding

is “lived” or existential. The goal of philosophic hermeneutics is to

° Gardener (1995) quoted in Schwandt (2000:195)
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understand what is involved in understanding. threowords, meanings are

not fixed entities that can be discovered independtthe interpreter.

In seeking to understand what is happening in tistrict and school
leadership strategies and practices | will theeefoe partly informed by the
stance of philosophical hermeneutics along the vd@geribed above because
it gives a version of how to frame the interpreforeject.

4.3 Critical Science Paradigm

My attempts at interpreting conceptions and actiansund educational
leadership are primarily anchored within the caticscience paradigm.
Critical science or what some writers call crititlaéory is a term, according
to Kincheloe and McLaren (2000:279-280), that iem@fmisunderstood as it
has been presented by critical theorists in marfferdnt versions. The
paradigm has origins in a group of theorists coteteavith the Frankfurt
School who, according to Flyvbjerg (2001) considettee notion of power to
be central in the analysis and understanding aibkaction. In exploring two
of the main philosophers of power, Habermas andc&ualty Flyvberg
(2001:88) argues that power is a fundamental cdnoegocial science in the
same way as energy is in physics. For Flyvberggralysis of power is one
of the factors which makes social science mattdrgves it relevance to our

lives. In order to make social science matter,

we must drop the fruitless efforts to emulate ratuscience’s
success...we must take up problems that matter tootfad, national,
and global communities in which we live....we musiuse on issues of
values and power[and]...effectively communicate the results of our
research to fellow citizens (2001:166).

To return to the two theorists of power, Foucaoll &labermaslipid. p. 107),
both agree that one of the most important problefrsur time is misuse of
power. Hence the need to focus time and effortha social sciences on
studying power in society. In this section, howeveam not going to dwell
further on the ideas of Foucault or Habermas, mswiiould constitute a full
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study in its own right, although in Chapter 6 | Useucault in discussing
findings. Here | will rather use the idea of tlentrality of analysis of power
as the main thread running through critical theasyit is conceptualized
today. | will thus focus on dimensions of poweriethare most relevant to
this study and which are within the framework of awvKincheloe and
McLaren (2000: 281) refer to as “a reconceptualizgtital theory”.

In investigating leadership development for sotiahsformation, this study
focuses on the issue of power in terms of bothwiath is embedded in the
leadership development strategies and that whiehnibtion of leadership
entails. To do this it is useful to discuss brieftyee pertinent notions of
power, that is, hegemonic, ideological and lingoidiscursive power. These

are summarized below.

4.3.1 Hegemonic power

As has been seen in Chapter 2, leadership is admaing other things, vision
crafting, direction and getting people to do thitgsards achieving identified
goals. ltis, in this sense, an exercise of povldre key question is how this
power is exercised. Theorists of power have lawpgnized that the topic of
power is ambiguous and works in complex ways. ©hdhe dominant
theorists in this tradition, Antonio Gramsci, viedyeower in terms of the idea
of hegemony. There have been many interpretatiohshe concept
hegemony, based on the commentator’s “political vaztion” (Salamini
1981:135). However, in these different conceptatwtam picking out is that
hegemony is the pervasive way in which those in idant positions in
society achieve consent. Power, according to Graisisiot always exercised
by force but through cultural institutions suchtls media, the schools, etc.
Within this line of thinking, it is argued that ezhtion leaders informed by the
idea of hegemony must be transformative intelldstweého know how to
“analyse critically modern forms of discourse whiahisguise power
relationships and who can bring to a specific it ability to inform and

educate” (Giroux 1988)However, in a reconceptualized notion of hegemony
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(Kincheloe and McLaren 2000:283), it is recognitledt hegemony is never
completely established as it is always contestedvéayous groups with

different experiences and agendas.

In district and school context in the Eastern CRpmvince of South Africa, it

is interesting to discover what agendas and mearbggvarious practitioners
and stakeholders can be identified around the @i#zhconcepts ofvhole
district and whole schoaol Further, is hegemonic power manifested in the
leadership development strategies and in the peacti leadership at district

and school levels? If so how?

4.3.2 ldeological power

Ideology is a system of ideas that is used by tiogpewer to win consent. It
involves cultural forms, meanings, and represemnatthat produce consent to
the status quo. According to a reconceptualizegbrth of ideological
hegemony, the way that these “sociocultural prddost coercively
manipulate citizens to adopt oppressive meaningsstrbe recognized and
exposed (Kincheloe and McLaren 2000:283). Howeasris the case with
hegemony, it is equally important not to view idept as a monolithic and
unidirectional phenomenon, as “subordinate” sesti@i the community
engage and experience these forms of dominatidereftially in various
contexts and locales.How globalized discourses of school and district
transformation are experienced by various stakeholers involved in the
ELMD is the interest of this study as it may shoow transformation takes

place amid struggles between “official” and “unofficial” world-views.

4.3.3 Linguistic and discursive power

Critical theorists guided by this perspective ardghat language is not a
neutral conduit of description, it is “an unstabteial practice whose meaning
shifts, depending upon the context in which it ised’ (bid, p. 284).
Linguistic descriptions, according to this pointwéw, are not simply about

the world but serve to construct it. This sociahstouction is, however,
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closely linked to the phenomenon of power in tewhshe practices which
regulate what can and cannot be said. A crities¢archer following this line
of reasoning views discursive practices, that pgken language and written
text, as forms of social construction which valal#te authority of particular
styles of writing, which books or training matesiare read and what modes
of representations are acceptable.

Using these ideas, this study interrogates theodises used in the leadership
development strategies and the extent to which g®mye to construct a

particular type of educational leader.

From the three forms of power discussed abovs,dlgiar that for a researcher
operating in this framework one of the fundamergtdrting points for
educational research is that researchfois rather thanabout education
(Kemmis 1993:155). According to this point of viethe aim of critical
educational research is to transform educatiorabrth and practice, in the
case of this study, to make a contribution in tegeliopment of educational
leadership, free from insidious forms of power amnination which may

work to undermine transformation goals.

4.4 A Multiparadigmatic Approach

From the foregoing, it should be clear that thisdgtis anchored on a
multiparadigm approach. Apart from my researclerggts, which directed
me towards adopting this approach, there are a auoflother reasons why a
multiparadigmatic approach is important. Firstp@er (1993) has pointed
out that each paradigm has limitations and otheagigms can ameliorate
some of these. Second, Southworth (1998) has arfpreinclusiveness in
research in education that allows for the interptay different research

approaches as appropriate. For Southworth,

The so-called paradigm wars in social science hagdgo numerous
casualties, not least of which is continuation ofapized thinking.
Either/or thinking has no place in our post-modenorld (
Southworth, cited in Middlewood, Coleman and Lunii®@9:169).
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The third motivation for a multiparadigm approack in line with
Richardson’s (2000) prism analogy which values ipldtways of viewing a
social phenomenon from differing epistemologies,adlag to the
crystallizationof our understanding of the phenomenon. Lastlg,different
paradigms are not necessarily discrete entitietheir own right; there is a
great deal of overlap and complementarity betwdsmi especially the
interpretive and critical science paradigms. Tiheas of overlap can be
identified on ontological, epistemological and nwatblogical issues.

Examples of aspects on which there is overlap &endelow:

Issue Area of overlap between Interpretive & Critial paradigms

Ontology Both view realities as multiple and praobégic
Epistemology Both subscribe to the notion of obsemtersubjectivity
Methodology Both use dialectical and qualitativetimoelology

The areas of overlap are discussed in greater dbetaw. For now suffice it
to point out that within these areas it is posstblédentify a whole range of
theoretical frameworks which draw on each of theaggms. They include
postmodern, feminist, and constructivist, whichol mbt discuss directly due
to limitations of time and space, but which haveegi me insights into the
conceptualization depicted in Figure 4.1. The rigggives a diagrammatical
representation of the relationship between thepnégtive and critical science

paradigms and theoretical frameworks.
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Figure 4.1: Relationship between Interpretive and @tical Science Paradigms
& Theoretical Frameworks.

Interpretive
(Understanding

Reflexive
Methodology &
Cross-cutting
conceptual issues

Critical Science
(Power)

The intersection between the interpretive andaalitscience paradigms is an
area of overlap between the two world-views. Irabterize the intersection
as consisting of reflexive methodology and othemceptual issues that cut
across paradigms.

4.5 Reflexive Methodology & Cross-cutting Conceptudssues
4.5.1 Introduction

The purpose of this section is to highlight andHer elaborate what | see as
essential elements, for this study, of overlap ketwthe interpretive and
critical science paradigms. As shown in Figure thdse areas consist of
reflexive methodology and other conceptual issues tun through the
intellectual streams of the two paradigms. First,exploration of reflexive

methodology.

4.5.2 Reflexive Methodology

Investigation into qualitative data, as implied tire above exploration of
paradigms, is by nature a reflective/reflexive aagh. Alvesson and
Skoldberg (2000) view reflexivity as an approacit gpays due attention to

the interpretive, political and rhetorical nature. esearch. This in
turn calls for an awareness among researchers addbrange of
insights: into interpretive acts, into the politidgdeological and ethical
issues of social sciences, and into their own coosbn of the ‘data’
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or empirical material about which they have sommghto say....
Reflection means interpreting one’s own interpietet, looking at
one’s own perspectives from other perspectives tamiing a self-
critical eye onto one’s own authority as interpreted author (2000:i).

The political and ideological nature of researcbhnig high in the critical
science perspective while the ideas around thearelser's own construction
of data and interpretation are strong within thieenpretive camp. Alvesson
and Skoldberg further categorize reflective redeamto four elements which
relate to what they call “data-oriented methodisid:12-51), covering a
number of qualitative research orientations (e.gugded theory, ethno-
methodology and inductive ethnography) which aré the focus of this
study. Relevant to this research is their focustlmee other themes of
reflexive methodologylid:7—9) to which they have devoted whole chapters.

The dimensions to guide a researcher’s reflexarsysummarized below:

1. Clarification of the primacy of interpretation

* Research is seen as a fundamentally interpretitreitgcas all research

work includes and is driven by interpretation.

* The interpreter, in the social sciences, interagte and contemplates

other interpreters (the people studied).

* Method, theory and other elements of the reseascpeg-understanding
determine interpretations and representatfomisthe object of study.

2. Awareness of the political-ideological characteresearch
 As political and ethical considerations are embédddesocial research
the researcher can hardly avoid either supportirgpreducing) or

challenging existing social conditions.

« Different social interests are supported or chgish depending on
questions that are asked (and not asked), and d&altyris represented

and interpreted.

9 The conceptual issue of representation is discusseeateg detail below.
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» The theoretical assumptions on which interpretatimd representations
are based are not neutral they serve either totrcmbsor deconstruct

political and ideological conditions in which thesearch is carried out.

3. Reflection in relation to the problem of repms¢éion and authority
* What the researcher may attempt to represent irfottme of language
(talk and text) may lack reference to any exteneality or outside of

itself.

* In this way, the researcher’s claim to authoritg #ime language’s claim

to reproduce or “mirror” some extrinsic reality agually undermined.

It can be seen that the reflexive dimensions almaleon the researcher to
undertake a critical interpretive project as wel be self-critical and
linguistically reflective (Alvesson and Skoldbergi®:238-292).

To relate Alvesson and Skoldberg’s ideas on refeexnethodology to the
current study, it can be seen that the idea oéxefity is an issue that the
Imbewu Professional Development Approach has puphasis on. Its
expression as an Imbewu approach is succinctlynpBtactice-Based Inquiry
(PBI) which is discussed below. However, to conlnis section first, a

discussion of other cross-cutting conceptual isoiésns.

4.6 Other Cross-Cutting Conceptual Issues in Resectn
Methods

The foregoing exploration of reflexive methodologlyows that research is a
contested terrain. Whatever method is used hhbs fastified in terms of the
aims of the research and as well as on epistenwabgind conceptual
grounds. Picking the argument from ideas on refeexmethodology, this
sub-section briefly reviews some intellectual smeathat a reflexive
researcher can draw insights from. The aim igtwide a frame of reference
and concrete ideas which form the rationale fordiagign of the study and the

methods used in this research.
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Three categories of conceptual issues pertinenhito study are discussed
below. One, as implied in the above subsectiomcems the way a
researcher represents knowledge, facts and infamand the way that
representation is arrived at. The other relateghat counts as good research

and what its design should look like given all toenpeting perspectives.

4.6.1 Representation in Research

The notion of representation, according to Glas€i897:94),comes from
two German word¥orstellungandDarstellung. In their English translation
the two words together have been used synonymoubk thie word
“representation’, which implies a “reproduction’tdpy” or “other structure
which is in some way isomorphic with an original.For Glaserfel the
conflation of the two concepts is problematic, heare as in their German
usage they do not mean exactly the same thing. @inéhe words,
Vorstellung, has been translated as “presentation” in the seofe
“performance” such as that done by presenterstiagare or by a magician.
Glaserfel argues that used in this waigrtstellung connotes autonomous
construction, an element which should not be losemwwe use the word
representation. Linking this concept to knowingd dearning, Glaserfel
explains that the human mind has the capabilityetpresent things to itself
that have been or are not yet actual experien¢ds.argues that the word
should always be used with a hyphen because whemefliect on some
experience the mind can “step out of direct expeeeto re-present a chunk
of it.” (Ibid. p. 90). We can also re-present the experiencerttesne else.
When we relate this notion to research, it can tgpied that as we read,
produce data and report on them we are in factgatya the process of re-
presentation. As Gergen and Gergen (2000) puesgarch is a relational
process:

Any form of recording or describing is simultanelygus form of
representation. At the same time, however, reptatien is inevitably
“for an audience.” To write, for example, is hwite an audience into
a particular form of relationship. At a minimunhetact of writing
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serves to position both self and reader, to givh @ identity and role
within a relationship. (p.1039)

This point of view has a number of implications tbhe way we do research
and the use to which we put research informatiéirst, whether we agree
with the view that the mind functions as a mirreality of the world “out
there” or whether we refute this, some form of esntation of reality takes
place in our minds. Second, whatever paradigmeguttle research process,
whether we use statistical, pictorial, textual,batror any other form of data,
we are representing reality. In other words, distieal table or figure
generated in positivistic research, a reportingnefinings from interpretivist
research, or a description of power relations feoanitical science perspective
are all forms of representation. As a corollanfpimation or data can be
presented in a variety of forms depending on tlseaecher’s purpose and
values. Third, whether we represent that realityuaately or not, “reality in
itself” is perhaps unknowable because the realdy ®either be a construction
of our minds which gets represented thereby or usxae can only come to
grips with that reality through representation, ethis only a version of it.
Fourth, the moment we represent a phenomenon, svéndiact positioning
ourselves either as having knowledge of it or bagdknowledge or ignorant.
As a researcher, for example, | represent fmesentbecause the data are
experienced by the researcher first and tleepresented to an audience) my
findings from a position of knowing. | therefor® a sense, define what
counts as knowledge, although when 1 reflect os nint, the idea gets
undermined. The problem about this stance isthiege from whom data are
generated have their own representations of realitigh may or may not be
reflected in the representations of the researclkgith, it follows from the
previous point that in carrying out the study, | enfiact engaged in a process
of data productionrather than data collection. From this perspectives
difficult to envisage that, there is data “out #iewaiting to be collected,
rather research through interview, observationpmémy, etc., is a process of

constructing a version of reality, in other wordata production.
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In carrying out this study, therefore, the aboveefisummary points
concerning the issue of representation were a majluence. The point is
that the complexity of social reality is such titatannot be grasped through
one form of representation as there are many fageétsThis idea is borne out

in the design of the study.

4.7 The Research Design

In designing the research | was guided first byasdelrawn from the

multiparadigm approach, from which my understandingstallized around

the interpretive/critical science intersection asven in Figure 4.1. Within

this set of ideas from reflexive methodology andssrcutting conceptual
issues, form a framework on which to the actuataesh process is structured
and appropriate methods based. Second, | wasdybideanons of rigour for

doing good research.

4.7.1 Ground Rules for Good Research

Denscombe has argued that despite the diversiperdpectives in research
paradigms, “it is possible to detect certain shaassumptions which form
ground rules for good researcthat are accepted by the vast majority of
experts in the field” (Denscombe 2002:2). Densceniben goes on to

present a ten point guide to ground rules, comqyighe following:

1. Purpose: The research should have clearly stated aims asdarch
questions. The point is that lack of detail in ghatement of purpose can
lead to sloppy researchb{d. p 32). For the purpose, goals and core

research questions of this study see Chapter 1.

2. Relevance:The research needs to be “on time” and “in timét.also
needs to address the researcher's particular stteras well as
organization’s practical needs, for example, pnolslethat need to be
tackled. This study is relevant on all these gdsunFirst, my personal
motivation (outlined in Chapter 1) raised a numbkguestions some of

which this study answers. It was also carrieddwting the first year of
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the ELMD programme, which sought to realize one Fairt Hare's
developmental goals. Findings from the study (skep@r 6) should help
the University and other readers learn how educatideaders from
different levels of the schooling system can bedpoed under one

programme.

ResourcesAs | needed to submit the report of the study atéhd of
2004, | had to limit my focus to one year, thetfied MD cohort. With
limited financial resources, | also used the opputy of my involvement
with programme development to collect much of tlaadwhile | was

doing my duties (see Chapter 1).

Originality: My endeavour was to learn and thus contribute Hoinmg
new in this field. However, the notion of contrilng something new
“needs to be treated with caution. Rather than neatk@vagant claims, it
Is better to focus more modestly on establishingt tine research has
originality in the sense that it is ‘constructivalifferent’ from what has
gone on before”lbid., p. 94). Denscombe (2002:86—87) argues that the
task of contributing something new is generally drey the scope of any
one piece of research and any individual reseafsha consequence, “the
criteria for originality normally applied are muchore limited.... The
research community tends to ask what respects the current research is
differentfrom previous research. This might be a new angl¢he topic,

a new twist to the methods or a new conclusion dasethe findings.”
From this perspective originality tends to concdiifierence rather than

contribution to knowledge.

. Accuracy: Although heavily contested, the researcher needgrapple
with issues of validity, reliability, truth and dé@g. This for me meant the
need to ensure that reasonable steps were takait the use of naive,
simplistic or erroneous indicators of the undedyitruth. “Social
researchers need to be conscious of the limitatioeg face in trying to
establish claims to accuracy, particularly whenngsqualitative data”

(Denscombe 2002:116). This, among other things,nma#iving to ask
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the right questions relating to the identified deob (see Chapter 1) and
where appropriate, ensuring that the measuresaadlly measure what
they seek to measure and that they are reliabla. thé structured
interview, for example (see below), | first pilotékde instruments and
obtained reliability coefficients of 0.9324 for tlheadership Knowledge
and Dispositions and 0.9365 for the Leadership €apauestionnaires
(see Appendix 5). According to this measure, afegdy reliable
instrument has an alpha coefficient of “1” and 0i®3ery close to that
figure. This suggests that | can be reasonablyfidem that the
questionnaires | used gave a reliable measure af iwhas looking for.

. Accountability: This concerns ensuring that data are collected in
justifiable, credible way. The research procedwsad checks on the
authenticity of the research can be made. Thearelser makes detailed
records covering the whole process of the researdh. must be
remembered, however, that although the researcher the task of
choosing which things to leave out, a fact whiclkerophe possibility for
presenting selective account of what took place,ptinciple here is that
“there is no place in good research for an accdbat deliberately
misrepresents what happenedfiid., p. 130) My data in this study are
therefore stored in a safe place even after theareb has been completed
so that other researchers should be able to aticessata to re-analyze

them, if need be.

Generalizability: Sufficient information is given about the charaistges

of sample or cases used in the research for whibpegjments can be made
about the extent to which findings can be expetbedpply more widely
(transferability). In this connection, | have downted, in as much detail
as possible, the characteristics of the first cohot the ELMD

participants.

Objectivity: Has to do with being open-minded and self-reiflec{see
reflexive methodology). This, among other thingseans that the

research has been designed, conducted and reporiegenuine spirit of
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exploration, and that it acknowledges, as far assipte, the ways in
which any vested interests, social values and ésp#che researcher’s
self-identity have had a bearing on the naturdefresearchlfid. p. 157).

9. Ethics: Rights and interests of those affected by the rebelaave been
considered, and where it has been reasonable so,dmformed consent
has been obtained (see section on values and qihgs 123). Where
appropriate, measures have been taken to mainteifidentiality. My
dual position in this study as researcher and pragre developer had
ethical implications which | have explained in Cteapl and in my ethical
statement below. My ethical position is also retiel in the interview

instruments in Appendix 3 and 4.

10. Proof: There is a need to be cautious about claims basduhdings (see
originality). As has been explained above, | strthis research with
research questions and then went on to look fa daevidence to answer
those questions. | have also explained that tidesee was guided by the
canons of good research being discussed here. hapt&rs 5 and 6, |
present my argument in terms of proof of whether rdsearch questions

have been answered or not.

With these ground rules as a guide, my researchdsagned in a manner

that is as consistent as possible with the keycpies emanating from them.

4.7.2 Case Study

Having clarified my epistemology and research qaest as well as my
understanding of rules for conducting good resedrdesigned a case study
research programme, drawing on the work on Yin @iltham. In designing
the case study | drew on the work of Yin, who hagey a rationale for
choosing a case study. Yin (2003: 5) has distifgadsamong five research
strategies, along three criteria, which doem of research question, requires
control of behaviours/eventséhd focuses on contemporary eventg/ithin
these criteria Yin argues that the conditions gadisfy the use of case study

design are those whose form of the research questithow, why” and that
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which focuses on contemporary events. Thus, migcodar study which was
concerned to explain what was happening in a pdatidield of practice, that
is, leadership development for school and commutrdypsformation, lent
itself to a case study design. Gillham (2000)mksicase study in terms of its

focus, the case.

4.7.2.1 The Case
A key descriptor of a case study is the t@ase In an attempt to define the
meaning of acasein case study research, Gillham (2000:1-2) pute/dod

four characteristics of a case. It can be seen as:

e aunit of human activity embedded in the real world

» which can only be studied or understood in context;

» which exists in the here and now; and

» which merges in with its context so that precisararies are difficult to

draw.

Gillham goes on to argue that a case can be awididil or group. In this
study, the case is all of the above. It is thst foohort of participants, course
content and delivery process of a new leadershigldpment programme
called the Education Leadership, Management andeldpment (ELMD)
programme. The programme, which was a pilot offdrg the University of
Fort Hare drew participants from four districtdlie Eastern Cape Province of
South Africa. See Chapter 3 for a programme cautl@haracteristics of the
participants as well as the programme deliveryien process achievements

and challenges are discussed in Chapter 5.

4.7.2.2 Structure of the Investigation and MethodtData
Collection

In line with my multiparadigm approach, within thidgsign, | used a variety
of research methods, comprising both quantitative gualitative techniques,
depending on the type of data that | was looking fid will be recalled that

the core research questions in this study werst: filow is leadership
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developed for non-hierarchically oriented and chang oriented or
learning organizations? And secondhow do whole schoolsand whole
communitieschange through educational leadership developmentThese
over-arching questions were focused into four gdaée Chapter 1). To
produce data to answer these questions and in twdachieve my research
goals, | used three main groups of techniquestipeabased observation (see

below); interview and document review. These ararsarized in Table 4.2.

Table 4.2: Summary Structure of the Investigation &Methods Used

Aspect Component of aspect | Methods used & Source of Data
Investigated

Research Goals| Conceptual and » Reviewed global and local literature on
(see Chapter 1) | philosophical bases of educational leadership

Comprising ELMD » Reviewed Course materials
over-arching « Participated in ELMD design
questions « Attended ELMD “think-tank”,

brainstorming and planning sessions

* Intervieweda randomly selected sampl
of participants at the start of the
programme and after they had completed
one year of ELMD.

Practical Applications of | «  Attended Block sessions and some fade-

11

constructive collaborative to-face sessions in which | core-
leadership and facilitated the delivery of the research
transformation at the module,observedsee Practice-Based
individual, team and Inquiry Observation below) behaviour of
school community levels. participants over time, including their

reporting of their experiences.

* Analyzeddocumentsjncluding
programme reportsparticipants’
journals entries and portfolios during
affirmation exercise (see Chapter 6)

* Interviewedparticipants of selected
schools and districts in which there wefe
ELMD participants.

From Table 4.2, it can be seen that there wereetimmain methods of
producing data in this study, review of project wilments, observation and
interview. Before | elaborate on each of the mdthahere is a need to

outline what kind of data | was looking for.

From the nature of the research questions, whiek geanswehow the data

| was looking for was mainly qualitative, represegt the process of
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developing educational leadership using the ELMD model. Eheata
comprised written texts from programme documentelding published
course modules and other materials) and my owrarelsgournal reflecting
on various ELMD staff colleagues and interview masges. For this reason

the research is both a literature study and empirial in nature. To collect

these data | used three main methods elaboratednmelow.

a) Practice-Based Observation

In this study, | have used observation, not intthditional sense. Based on
the nature of the research questions and the tiypata | was looking for, |
was led not only to agree with Agrosino and May#deez’ (2003) critique of
the positivistic experimental and hypothesis-tgstposition in observation,
where an observer tries to maintain a “detached’ ‘@bjective” stance, but
also to orientate my observation such that | becpareof the world (ELMD)
| was studying. To do this | also drew on insightsn the Imbewu concept
of Practice-Based Inquiry (PBI) and thus coined tben Practice-based

Observation.

According to the Imbewu Project, PBI is an openezhdinquiry by
educational practitioners into their practice. aAgesearcher who was also co-
programme designer and co-facilitator, | was at shene time an ELMD
practitioner. In PBI, according to Imbewu, praotiers go through six main

cyclical phases:

PBI is an experiential process, a cycle of inqwhere practitioners:

* IDENTIFY an issue or element of the vision they want to exahi
something they want to improve. Collect informatiabout that
element in order to understand it more clearly.

* Generate as many ideas for action (strategiespssilje and make
an actionPLAN with the action strategy that seems most useful in
their context at this time.

« ACT by carrying out the plan and systematically coifegt
information about what happened.

* REFLECT together about what happened.
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« EVALUATE what happened, draw conclusions (how far was the
action successful and why did this happen).

* PLAN the next action that is needed to achieve thewisio

(Imbewu ProjectFacilitators Handbook: An Introduction to Practice-
Based Inquiry 10).

It has been further argued that PBI is an appredwre practitioners, among

other things:

collaborate to discuss issues in their daily pcaciin order to make

changes designed to improve their practice

» actively construct their knowledge through a preaafsinquiry

» collaborate to solve problems and richer understaysdof
professional concepts, skills and values

* bring about change and improvement at the leveboh educator’s
daily practice — that is, the classroom, the offtbe school.

» use critical and specific outcomes across tradafisabject

boundaries

It will be recalled that the roll out plan for tlie.MD (see Chapter 3) is one
that emulates the PBI principles as well as a cpéleeflection and action
modeled along PBI lines. It can also be seen Biitis closely allied to
Participatory Action Research (PAR). PAR has bdefined as collective
“self-reflective enquiry undertaken by participamtsa social situations in
order to improve the rationality and justice ofithewn social..practices”
(Kemmis and McTaggart) It is applied research in which the community or
organization under study participate actively wgtofessional researchers
from the initial design to the final presentationresults (Laze®t al. 1991,
Easterbyet al 1994).

For the purposes of this study, my observation @t participatory and

reflexive in nature. What | have called Practicse&d Inquiry Observation

™ Quoted in Hughes, | & Seymour-Rolls, K (2000) (24gAist 2002). “Participatory Action
Research: Getting the Job DonAttion Research E-Reports, at:
http://casino.cchs.usyd.edu.au/arow/arer/004 (hMocessed 30 August 2002)
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falls within a post-modern orientation that emphasi the importance of
understanding the researcher’s “situation” in teohkis or her gender, class
ethnicity, etc., rather than standards emulatedan fithe natural sciences,
especially positivist notions of a detached andectbje observer (Agrosino
and Mays de Perez 2003) This point notwithstanding, however, |
documented my data as and when it was occurring systematic way. This
practice is in line with the requirements of goedearch. In this regard, |
also endeavoured to produce a convincing narrdktige should serve ade
facto validation of the data. The only proviso is tlehta margin of error
arising out of possible limitations of my own obsaron capacities.

As a technique of collecting data, my Practice-Ba®bservation meant that
each time | participated in an ELMD activity (megti seminar, block
session, etc.) | was observing the behaviour oftiggeants and other
practitioners in the programme and taking noteschvih used to write and
interpret what had been happening in the progrardareng the period of

investigation.

b) Interview

Another key method | used in this study was therinew. Although the

interview is one of the oldest and most widely useskarch techniques, it still
carries a great deal of controversy as there iagneed best way to do it. In
my choice of what | did | was guided by the priflegpof doing good research
outlined above. Debates around the meaning ofviet® can be picked up
the moment one tries to define what it is. Evemeaf the most recent
attempts can still be “shot down” on a number ohfs. Yates (2004:156),
for example, gives a literal definition of the inteew as “to develop a shared

perspective and understanding (a view) betweearjitivo or more people.”

The idea of a shared perspective and understamleigthe heart of the issue
here. Fontana and Frey (2003:62) put forward arottew which highlights

an increasing realization in social research th&rviews are “not neutral
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tools of data gathering but active interactionsmMeetn two (or more) people
leading to negotiated, contextually based resulie point here is that both
interviewer and interviewee are part of interaddiothat are jointly
constructed. This raises the question of the éxterwhich we can lift

interview results out of contexts in which they wejathered and claim them

as objective data with no strings attached.

Awareness of the above problematics about intelwiésvnot to assume
absolute relativism as this would not be the sotutilt is intended to sharpen
my reflexivity and appreciation of the fact thainddions for carrying out a
social science inquiry are less than perfect. Ehat, there is a need to move
on and carry out the research as best as posbkililép make modest claims
about findings (see rules for good research). \tidse caveats, in this study
| drew on the work of Fontana and Frey and did tiyyges of interviews
summarized in Table 4.3. They include structursemi-structured and
unstructured interviews, comprisingrainstorming creative interviewingnd

polyphonicinterviewing.

Table 4.3: Interview Techniques and How used in Stly

Type of Interview Form and situation in which it was
carried out
Structured and semi-structured The structured was given to a sample of
interviewing The structured was a pre- | ELMD participants when they enrolled on
coded questionnaire and the semi- the programme to assess their knowledge of
structured was the questionnaire which wake type of leadership adopted in this study
not pre-coded but which had a pre- as well as the capacity that existed in their
established set of questions. organizations for that kind of leadership.
Brainstorming: This is a form of group This approach was used mainly in ELMD
interview (Fontana and Frey p. 91) which planning sessions and think-tank seminars.
can be formal or informal; the role of Although | was neither the chair nor the
interviewer is non directive. traditional interviewer asking questions, my
presence in these sessions allowed me ta
gather data | was looking for.
Creative Interviewing It is argued that This was used in block sessions, some face-
unstructured interviews necessarily take | to-face sessions and during the affirmation
place in everyday worlds of members of | exercise. These interviews were not based
society, interviewers and interviewing on structured or pre-defined questions.
must necessarily be creative. This meansThey were based on questions that were
that they must forget “how-to-rules” influenced by the over-arching questions pf
(Fontana and Frey P 80) and adapt the study which arose during the course af
themselves to ever-changing situations | my interactions with the ELMD participants
they face. Viewed in this way interviews| as | observed their behaviour and listened to
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Type of Interview

Form and situation in which it was
carried out

are a collection of oral reports from
members of society. They become “life-
histories” which take place in multiple
sessions and over many days.

anecdotes.

Polyphonic Interviewing One of the
issues of contestation in interviewing
concerns the extent to which the voices ¢
interviewees are recorded with minimal
influence from the researcher (Fontana 3
Frey p. 81). In polyphonic interviewing
multiple perspectives of the various
interviewees are reported and difference
and problems encountered are discusse
rather than glossed over. A key strategy|
this form of interviewing is to leverage
those interactional moments (during
interview session) that leave a mark on
people’s lives. Such a focus on the
existential moments can hopefully produ
rich and meaningful data.

This approach cut across other types of
interview as each time | asked questions
nflistened to answers | was mindful of the
problem of representing their views
ndithout, as far as possible, “contaminating
them, such that the reader and other
researchers can construct that portion of
s ELMD life history from another angle. |
d did this interviewing during block sessions
isome face-to-face sessions and during th
affirmation exercise.

L)

and

)

D

c) Reviewing Programme Documents

One of the other key data sources, which providedreety of views of what

was happening in the ELMD, was the programme doaisne Hodder

(2003:155) has referred to documents as “mute acile- that is...written

texts and artefacts.”

The importance of writtertdelies in the fact that

information provided may differ from and may not &eailable in spoken

form. Texts can also be a rich

source of histbrosight. However,

the

problem with documents is that once words are toamged into a written

text, the gap between the “author” and the “readédens, giving rise to the
possibility of multiple interpretations. This pbiemphasizes the need not to
rely on one method. This means that despite thekwess, review of relevant
documents, when complimented by other approachdsmexn above, is a
worthwhile research strategy. In this study Iréere, reviewed a number of

ELMD documents which comprised:

The ELMD final Project Proposal, Version 6

Various products of brainstorming and think-tanksssens (including

ELMD principles, roll out plans, draft ELMD policgeetc.)
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* Programme Coordinator’s periodic reports
» ELMD course materials, including modules

» Participants, portfolios and journal entries.

These were reviewed during the course of the yg#neaprogramme unfolded
with the exception of Portfolios and journal ergriwhich were reviewed

during the affirmation exercise.

All these methods were necessitated by the fatthieadata building exercise
in this research had to deal with various sourcew/el as a variety of data

forms that fell under conceptual and practical congmts of the investigation.

4.7.3 Dealing with Multiple Sources of Data

In using multiple sources of data, the intentiom@ to triangulate, in the
positivistic sense of the word. In social resedhere are multiple realities. It
has been argued that theorists operating withirptsgtivistic tradition have
sought to establish *“valid” data through a reseatekbhnique called
triangulation.  Janesick (2000: 391) has given fdwasic types of

triangulation:

» Data triangulation the use of variety of sources in a study.

* Investigator triangulation:the use of several different researchers or
evaluators.

* Theory triangulationthe use of multiple perspectives to interpreingls
set of data.

» Methodological triangulation:the use of multiple methods to study a

single problem.

It can be seen from the above types that in trikatigu the researcher deploys
different methods that seek to “validate” findingddowever, Richardson
(2000:934-935) views this approach as problemadicitais based on a
guestionable assumption that in social phenomeee tis a “fixed point of

reference” that can be triangulated. Richards@ues that in postmodern
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mixed-genre texts we do not triangulate, evgstallize. The social world,
according to Richardson, is like a prism that @#eand refracts, “creating
ever-changing images and pictures of realitybid. 873-874). This
understanding deconstructs the traditional ideaatitlity, as there can be no

single or triangulated truth.

Thus, data from various angles (practice-basedreégen, interviewing and
document review) were crystallized into understagsdireflected in Chapters

5 and 6 of this report.

4.7.4 Values, Politics and Ethical Considerations

| argued above that from an interpretivist/critisalence perspective, which is
the orientation of this study, value neutrality any social research is not
possible as values are part and parcel of the n@dsgaocess. Ultimately,
values guide decisions about what can be considegéd or wrong in
research. This study was guided by my value oriemtabased on the
multiparadigm approach but leaning on the critiseilence perspective. In
conducting interviews, observation and documentyaisga | was guided by
my conscience, principles of mutual respect, nonimadation, and respect of
persons in terms of issues of confidentiality amel protection of the integrity
of the profession. As this research had a stroagtice-based component, |
needed to be particularly sensitive to the fact th@as not coming in as an
expert, (despite my personal involvement in thegmmmme as outlined in
Chapter 1) but rather a co-learner, ready to hlearrésearch participants’
voice and respect their “truths” about the ELMD.

4.8 Conclusion

Research is about knowledge and its productionbal®s about what counts
as knowledge and how it is produced have inforrheddesign of this study. |
have argued that whatever method | use and, threfeidat version of reality
| represent is inevitably entangled in age-old amgoing ontological and

epistemological controversies. My own positiontigt in carrying out
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research | should exercise reflexivity and prodisas that can be used to
reflect critically on the conceptions and applicat of educational leadership
and social transformation. Following this positidnconstructed a set of
research methods that are aimed at developing derstanding and practice

of the multi-faceted and constantly changing rgalitder investigation.
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CHAPTER 5:

Presentation of Data

5.1 Introduction

This chapter revisits the core research questibtiseostudy and presents data
collected during one year of leadership preparatioder the ELMD
approach. The data are about characteristics &pdriences of the first
cohort of the new ELMD programme, covering a fudhy of engagement with
them, from July 14, 2003, when the programme wasdaed, to July 2004.
However, due to a decision to carry out formal fative assessment in
October 2004, a major chunk of the data also erearfabm that assessment
process up to about the middle of the month. Tdta dover various aspects
of the ELMD programme. In line with my multi-paigth approach, and
Richardson’s (2000) prism analogy (see Chapterade31), | have sought
to understand the ELMD from various angles, a paihich has led me to
represent some data in the form of descriptivassizg and the bulk of it as
narrative description of course content, processl axperiences of
participants. The chapter explores answers toctwe research questions and
associated sub-questions as detailed in Chaptdhg. first question is{ow

is leadership developed for the creation of non4aechically oriented
learning organization® The second iflow do whole schools and whole

districts change through educational leadership

| have divided the chapter into two parts. Thetfpresents data from the
inception of the programme up to October 2004 .stdtrts by reporting on
demographic characteristics of Cohort 1 of ELMD tigrants. The
discussion then moves on to examine the progranamieict and process that
the first cohort of leadership “trainees” have gohmwugh. From these, the
focus moves to the outcomes of the ELMD by presgntiata from what is

called the affirmation exercise (see below) duramg week in October. It
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delves into the identification and assessment adideship competencies that

participants have acquired as well as personalsmathl development that

they have experienced. The conclusion draws tegeftrious strands of the

chapter.

5.2 Map for finding answers to research questions

This study consists of a multiple sources of datavall as two kinds of data,

that is, literature survey and empirical. The ferrare in the literature review

chapters and programme documents in the appendideslatter are found in

consolidated datasets 1 to 3. | have included@ marable 5.1, as a guide to

data that address the research questions.

Table 5.1: Map for finding Answers

to Research Quémns

Aspects of Research Questions an
Research Goals

Answers found in

» Theoretical conceptions of education
leadership

» Theoretical ideas on leadership
capacity

aliterature Review Part 1 in Chapter 2.

Baseline data on Perceptions of ELMD
participants from two questionnaires: (a)
Leadership Knowledge and Dispositions (b)
Leadership Capacity

» Theoretical ideas on leadership
preparation

e Theoretical ideas on leadership
learning

Literature Review Part 2 in Chapter 3

» Characteristics of ELMD Cohort 1:

a)Demographic characteristics of ELM
Cohort 1.

b)Participants’ perceptions on leadershi

conceptions (leadership knowledge
and dispositions)

c)Perceptions on leadership capacity i
own organizations

15 October 2003.

Baseline interview data in Data Set 1(a)
Appendix 6

n Baseline interview data in Data Set 1(b)
Appendix 6

Programme Coordinator’s Progress Report

» Data on team and community profilin
 Data on social mobilization

» Data on plan preparation and plan
implementation

(]

Appendix 6

Block session district group reports in Data
Sets 2 (a) to (c) and Affirmation Data Set 3,

» Data on development of an ELMD
leader

» Data on development of an ELMD
researcher

« Data on development of an ELMD

Affirmation Exercise Data in Data Set 3
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Aspects of Research Questions an{ Answers found in
Research Goals

Change agent & advocate
Affirmation Exercise Data in Data Set 3

» Data on development of an ELMD
reflective practitioner

» Data on development of an ELMD
team participant

 Data on transformations through Affirmation Exercise school visits in Data Set 4
ELMD interventions

The map in Table 5.1 shows that some answers tquastion regarding the
way leadership is taught and learned start to eener@hapters 3 through to
5. | have argued that asking how leadership ipgrexd begs the question of
what is understood by educational leadership infits¢ place, and | have
addressed these issues in Chapter 2. What isregpio Chapters 2 and 3,
however, are theoretical answers to the first aesearch question. The
practical expressions of the theoretical ideaslaock thereof, constitute the
thrust of data presentation in this chapter. Théa doresented here also
address the other core research question concdmningransformations take
place through leadership training. With this maprind, what remains is to
go through the findings from the first year of ELMiplementation, starting

with the characteristics of the first cohort.

5.3 Characteristics of Cohort 1 of ELMD

It will be recalled, from Chapter 3 and in line WELMD philosophy, that the
design of the programme required that participdmsdrawn from four
different kinds of education stakeholders. Thessewto include district
officials, school principals, lead teachers and immers of the SGBs. This
ELMD approach is in agreement with notions of depelg a community of
leaders, and shared as well as distributed leaigetbiat can help create
knowledge ecosystems. The section below shows wWigafirst cohort of
ELMD looked like in this regard.
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5.3.1 Distribution of ELMD Participants by District and by
Position

Table 5.2 presents a distribution of ELMD particifsa by district and

position. It can be seen, from the table, thatr fRastern Cape districts
participated in the first year of ELMD. The largespresentation was from
Libode-Mega, with almost a third of the participantThis was followed by
King William’s Town with 26. Then came Fort Beattfand Grahamstown,
with 23 each.

Table 5.2: Number of ELMD Patrticipants by District & by Position

Position
District EDOs|Principalg EducatorsHODs 1SZGBS Total
Fort Beaufort 5 5 4 5 4 23
Grahamstown 1 5 3 3 11 23
King William’s Town 4 5 6 4 7 26
Libode-Mega 6 6 3 5 12 32
Totals 14 21 13 22| 32| 104

Source: See Progress Report by the Programme Coortditor of 15 October 2003
(figures updated 9 November 20045

The table also disaggregates participants by posiin order to show the
level of participation by stakeholder. It is irdsting to note that the largest
single group is that of SGB members, followed byD4$O The principals are
in strong third place. The smallest number is tifa@ducators. This means

that there was a strong school representationagflpen leadership positions.

There was a concern about Grahamstown, which wagyprepresented in
terms of district officials. There could be a nwenlof implications for this.
One is that, if the aim is to build an educatiostriit based on collaborative

leadership, then perhaps there is need for greafgesentation of district

2 3GB members are not educators, but members of the comgrrusitlly parents.

13 Figures were updated on 9 November 2004 with the asséstdithe ELMD Programme
Administrative Assistant. Figures, however, still dat agree with those of the other two
tables, which at the time of writing this report no améhe ELMD office could explain.
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personnel. On the other hand, this weak disteprasentation presents the
ELMD with an opportunity to address this leaderstinallenge, for as stated

in its founding document the ELMD is meant to:

...model an innovative, integrated nurturing and dmyaent of the
leadership and managerial capabilities of educasi@mkeholders in
order to improve the governance and managementhafoss, as well
as support provided to schools by parent communéied education
district offices. The aim is to empower educatadficers, principals
and heads of schools, members of school managesans, as well
as parent/community representatives on School Gowgror Parent
Teacher Bodies to work as education leaders andgehadvocates at
the local level of school, community and district. We aim to adopt
an innovative approach that will see participamsoking into the
programme as teams, working through a consciemizatand
enskilling programme that will be based on expeianearning:
learning tasks will be action-research orientedicepts and theories
will be built on everyday work responsibilities anckal-life
development challenges (ELMD Version 6 Proposabré&ary 2002,

p. 1).
In order to realize this ideal, the next cohortstted ELMD could learn a
lesson from the cohort 1 pattern of participatiod design a curriculum built
around this and other real-life challenges.

5.3.2 Distribution of ELMD Participants by District and by
Quialification for which Registered

The foregoing discussion and section 5.2 above haised the issue of
motivation for enrolling in an ELMD. Perhaps a koat the distribution of
ELMD participants according to the qualificationr fahich they registered
could give some pointers in this direction.
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Table 5.3: Number of ELMD Participants by District & by Qualification

Qualification for which Registered

S M.Ed.| B.Ed. | ACE | PGDE Non-Accredited

(Hons) Certificate | Total
Fort Beaufort 12 2 3 2 4 23
Grahamstown 7 1 3 4 11 26
King William’s Town 10 4 6 6 2 28
Libode-Mega 12 3 4 3 12 34
TOTALS 41 10 16 15 29| 111

Source: See Progress Report by the Programme Coorgitor of 15 October 2003
(figures updated 9 November 2004)

Table 5.3 shows that over three quarters of thacgzants are registered for
an accredited qualification, with the majority bgidown for an M.Ed. Those
registered for a non-accredited qualification a@BSmembers who do not
qualify for a university-accredited qualification.This configuration of
participants presented a number of challengesorBejutlining these, it may
be useful to extract some current thinking on tee generic NQF policy as it
affects the four ELMD accredited qualification l&/ehown in table 5.3.

1. ACE
This level 6 qualification is primarily occupatidnavocational, or
industry oriented. The knowledge emphasizes gépeiraciples and
application or technology transfer (Department dfi€tion 2004:13).

2. PGDE
The primary purpose of the qualification is to dead professional to
undertake advanced reflection, development and adyy, by
providing the learner with systematic survey of reat thinking,
practice and research methods in an area of spatiah. This
gualification demands a high level of theoreticalgagement and
intellectual independence (Department of Educaiaov:18).

3. B.Ed. (Hons)
This qualification demands a high level of thema&tiengagement and
intellectual independence...Bachelor Honours Degree programmes
should include conducting and reporting researctieursupervision
(Department of Education 2004:17).

4, M.Ed
The primary purposes of a Master's Degree are tcae and train
researchers who can contribute to the developnfdatawledge at an
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advanced level.... A Master’'s Degree must have m@ifgignt research
component (Department of Education 2004:19).

From the above quotes from the new policy for Qicaliions Framework
discussion document intended for implementatiodanuary 2006, it can be
seen that apart from the ACE which has a pracagglication orientation
akin to the ELMD development thrust, the rest @& #tcredited qualification
for which participants are registered are academdresearch oriented. The
purposes that are specific to the field of educatioleadership and
management are found in Standards Generating Be@y8) for Educational
Leadership and Management draft document. Thessusmmarized in Table
5.4, below.

Table 5.4 Draft Standards Generating Body Qualificion Purposes in
Educational Leadership and Management*

Qualification Purpose
ACE (School ...to develop in these educators the fundamental ledye,
Management and | skills, and values/attitudes/attributes so thay tten lead and
Leadership) manage schools effectively and contribute to imprghe
delivery of education across the school system.
PGDE (School ...to enhance the knowledge, understanding and sXills
Management and | managers and leaders in school through the appiicat
Leadership) theory and research to improve educational practice
M.Ed. (School ...accredits candidate’s advanced professional aadesaic
Management and | knowledge and its application in education leadprahd
Leadership) management and ability to conduct practice-based

independent research.

It must be mentioned that the SGB drafted thesedatals for the purposes of
regulating professional qualifications. The maiargpse was to develop
gualifications with a professional rather than purecademic thrust.
However, as can be seen from Table 5.4, the EdunadtiManagement and
Leadership qualifications still broadly are in lingith those of CHE.
Although developed for professional purposes, st@ndards (except for the
ACE) still seem to emphasize the academic sidehwmigs. Although all

4 From Draft papers from one SGB member, Professor ideram der Mescht of Rhodes
University.
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expect candidates to apply knowledge in practicelagsons, none is as
explicity developmental as the ELMD. Neverthelessese draft
qualifications signal a recognition of the needd&velop alternative courses
which link learning with real-life challenges andperiences in the sense that
the ELMD is trying to pursue. However, this givaserto a number of
challenges for the programme.

The first challenge, which has already been expeeé during the first year,
relates to the development of modules and leartasks that speak to
different levels. As will be seen under the dedmin of modules, some
writers differentiated the activities according didferent levels. A related
challenge to this concerns team-building effortseagressed in the ELMD
concept and philosophy. In Chapter 3, it was aighat teams are formed on
the basis of a task in hand. If teams are to bendd across various
stakeholders, then differentiation of tasks woulthear to restrict team
formation within certain categories of stakeholdedso are assigned to a
specific task as dictated by qualification purposasd, thereby, exclude
others by virtue of level suitability. This is gréamic to be watched within
the development of the ELMD. The third point ipmactical challenge of
having as many as forty M.Ed. students in one punogne within one group.
This fact places a huge burden on faculty of supeny research projects. As
an accrediting institution, CHE would like to seedence that Fort Hare has
the capacity to supervise that many post-graduegearch students. These
challenges do not have easy answers at the endgedirst year of ELMD
implementation. However, ELMD programme personceh derive some
delight from viewing a distribution of learners thia close to achieving

gender parity.

5.3.3 Distribution of ELMD Participants by Gender
Although the ELMD project proposal does not spedtigt gender balance
must be reflected in the number of participants whioll, Table 5.5 shows an

encouraging feature. It has often been observatl Women are under-
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represented in positions of leadership. The revappears to be the case with
regard to Cohort 1 of ELMD.

Table 5.5: Number of ELMD Cohort 1 by Gender

District Male Female | Total
Fort Beaufort 12 11 23
Grahamstown 14 12 26
King William’s Town | 16 12 28
Libode-Mega 13 21 34
Totals 55 56 111

Source: See Progress Report by the Programme Coortitor of 15 October 2003
(figures updated 9 November 2004)

Judging from the figures in Table 5.5, the ELMD hashieved gender
balance. Of the 111 participants, just over hafif) @re women as opposed to
55 men. If Gronn's (1999:122) contention that ‘amgations are
increasingly sympathetic towards those qualitiaditronally considered to be
feminine”, then the ELMD participants can build trese to strengthen the

thrust towards collective leadership.

The question of developing communities of leadeis distributed leadership
will be examined below. For now, it is necessarjobk at the characteristics

of Cohort 1 in terms of their perceptions of paptory leadership.

5.3.4 Measuring ELMD Patrticipants’ Perceptions of
Participatory Leadership

At the start of the ELMD programme, in July 2003jave a random sample
of newly enrolled participants a set of two selfoding questionnaires. One
focused on Leadership Knowledge and Dispositiond #me other on
Leadership Capacity in their places of work. Buwtsiruments were adapted
from Lambert’s study in the United States. The &atigm comprised minor
changes to make the instruments relevant to a duttan context. The first
instrument sought to measure participatory leadershterms of variables
shown in Lambert’s quadrant 4 (see Chapter 2, Eigu2, page 51). The
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second instrument on Leadership Capacity soughme@sure the capacity that
exists in their workplace to do participatory leestep work as shown in
guadrant 4. Both instruments are included, as Agiges 3 and 4. Below |
present the results from the two questionnairestisy with the one on

Knowledge and Dispositions for Participatory Leathgp.

5.3.4.1 Composite Indicators of Knowledge and Disjions of
Participatory Leadership

The data from the instrument were analyzed and sammed as frequency
tables in Data Set 1 (a) in Appendix 6. These datafurther summarized in
Table 5.6. To explain how Table 5.6 was compiled,study of the
qguestionnaire should suffice. It can be seen #aah mode of the ratings
denotes the extent of leadership knowledge andsligspns from the lowest
not observedrating “1” to the highestan teach othergating “5”. From the
ratings, descriptive statistics, percentages, maasmodes were produced
through a Statistical Package for Social Scien&RSS) programme. To
present the results, | decided to use one typev@fage, the mode (or most
popular rating or most frequently occurring valué)can be seen from Table
5.6, that most variables have a mode of “4”, sutiggshat these dispositions
represent those who completed the instruments wready had a high
disposition for collaborative leadership. Howeestriking feature relates to
two items under “student achievement” with a lowlueaof “2”. This
suggests that this is an area to look at closelyufinire studies. What is also
of note is the fact that the variation among thende is low. Most items
have less than one standard deviation. This falas a high reliability
coefficient of 0.9324 (see Appendix 5) means thatistically speaking, we

can be fairly confident of the responses.

What these responses mean in terms of this stughybmaebated around two
issues. One concerns the increasing literatureducational leadership (see
Chapter 2), which stresses distributed, particiyads opposed to one-person

leadership in education. Second, these ideas rmag Bomehow filtered
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through to the Eastern Cape schools concernedriougaways, including the

school improvement projects that have been in ext& since the post-
apartheid government came to power. Whatever #ason, the ELMD

started on a favourable footing in terms of promgtollaborative leadership.
However, given the small sample size and the fhat this was not a

probability sample, it is difficult to generalizket results to the rest of cohort
1.

Table 5.6: Mode and Standard Deviations of Leadersp Dispositions and

Knowledge
Variable Mode SD
1. Broad-based participation in the work of leadership
a) Assists in the establishment of representative gmaree & work 3 .99
b) Organizes to maximize interactions..... 4 1
c) Shares authority and resources broadly . 3 .76
c) Engages others in opportunities to lead 4 1
2. Skillful Participation in the Work of Leadership
a) Develops shared purpose of learning 4 .63
b) Facilities group processes 4 .86
¢) Communicates (especially listening and questioning) 4 91
d) Reflects on practice 4 .87
e) Inquires into the questions and issues confrontog school community 3 .73
Variable Mode SD
f)  Collaborates in planning 4 .60
g) Manages conflict among adults 4 .81
h) Problem solves with colleagues and students 4 62 .
i)  Manages change and transitions 3 .63

3. Inquiry-based Use of Information to Inform Shared Decigons and
Practice

a) Engages with others in a learning cycle. 4 72 .
b) Develops plans and schedules for the creatiahafed time. 3 .66
c) Identifies, discovers and interprets informatémm school data/evidence. 4 73
d) Designs and implements a communication system. 3 .81

e) Participates with others in shared governancegsses that integrate... 4 .96

4. Roles and Responsibilities that Reflect Broad Involveemt and
Collaboration Leadership

a) Own role includes attention to the classroom sithool, the community

and the profession. 4 1
b) Observes and is sensitive to indicators thaigiaants are performing

outside traditional roles. Gives feedback to piyénts. 3 .81
c) Develops strategies for strengthening the nédatiomships that will

emerge from broadened roles. 4 1
d) Develops mutual expectations and strategiesrisuring that participants

share responsibility for implementation of schomintnunity agreements. 3 .81
5. Reflective Practice/Innovation as the Norm
a) Ensures that the cycle of inquiry and time salelinvolve a continuous ... 4 1.2
b) Demonstrates and encourages individual & graitfative. 3 .70
c) Practices and supports innovation without exqiens for early success. 3 .83
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d) Encourages practices and participates in calihve innovation. 3 1
e) Engages with other innovators in developing oviteria for monitoring... 4 .82

6. Student Achievement

a) Works with members of the school community. 4 1
b) Designs, teaches, coaches and assesses curriculu 3 1
c) Provides systematic feedback to children andli@sn 4 1
d) Receives feedback about family learning expextat 2 1
e) Redesigns roles and structures to enable. 21

f)  Ensures that learning circle within the schamlides evidence. 4 1

Nevertheless, given the apparent positive pictarthe statistics above, and,
in order to glean more meaning from the data inld &6, a further summary
of each of the variables into composite variablas wecessary. To do this, |
used the SPSS programme to compute new compositbles. The total
possible score for these variables, their nameslamels are shown in Data
Set 1 (c) in Appendix 7. However in order to reépmr the summary state of
affairs as derived from the composite variablés itecessary to develop a key
which describes the extent of leadership dispasstiaccording to whether is
“excellent”, “good”, “fair” and “poor”. The key ipresented in Table 5.7.

Table 5.7: Summary Ratings for Leadership Dispositins

Summary

Variable Rating Description

BBASED Excellent: Greater than 20 or equal tormttgreater than 25
Good: Greater than 15 or equal to 20
Fair: Greater than 10 or equal to 15.
Poor: Less than 10

SKILFUL Excellent: Greater than 44 or equal to bat greater than 55
Good: Greater than 33 or equal to 44
Fair: Greater than 22 or equal to 33
Poor: Less than 22

INQUIRY Excellent: Greater than 20 or equal to bat greater than 25
Good: Greater than 15 or equal to 20
Fair: Greater than 10 or equal to 15.
Poor: Less than 10

ROLES Excellent Greater than 16 or equal tonotitgreater than 20
Good Greater than 12 or equal to 16
Fair Greater than 8 or equal to 12
Poor Less than 8

REFLECTV Excellent: Greater than 20 or equal torimt greater than 25
Good: Greater than 15 or equal to 20
Fair: Greater than 10 or equal to 15.
Poor: Less than 10

STUDENT Excellent: Greater than 24 or equal torimttgreater than 30
Good: Greater than 18 or equal 24
Fair: Greater than 12 or equal to 18
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Poor: Less than 12

With the tool in Table 5.7, it is possible to judge each of the variables how
well the group rated their leadership dispositiamms each of the aspects
represented by the six composite variables. Talié) shows mean scores

and standard deviations on each of the six vasable

Table 5.7(a): Mean Scores & Standard Deviations fd_eadership Dispositions

Mean Summary
Variable Score SD Rating
BBASED 14 3 Fair
SKILFUL 41 4 Good
INQUIRY 17 3 Good
ROLES 12 2 Good
REFLECTV 16 3 Good
STUDENT 21 5 Good

Using data from Table 5.7 and the mean score ieTaly(a) it can be seen
that, the overall situation is that the particigawho completed the instrument
had “good” leadership dispositions, on the whdtowever, when we look at
Broad-based participation in the work of leadersthp summary score works
out to “fair”. Furthermore, the SDs for each of thariables show a great deal
of variation. This is surprising, as the SDs ofclteaof the variables,
disaggregated to measure each item as shown ine,T&bI, are small.
Nevertheless, this is one way of trying to “get pétticipants’ knowledge of
leadership dispositions. If collaborative and ¢nrdivist leadership are to be
developed, this is one of the tools participants aae collectively at their
places of work to measure and quantify leadershgwkedge and dispositions
and use the information to make adjustments irr therk of leadership. The
ELMD and other leadership preparation programmesngsecan also learn

from the fact that this instrument has worked.
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| now present data on the second questionnaire,sumieg Leadership

Capacity.

5.3.5 Composite Indicators of Leadership Capacityfo
Participatory Leadership of a Sample ELMD Schools ad
Districts

The instrument on Leadership Capacity has five sétsariables, falling
under the following headings: Broad-based skilfafticipation in the work
of leadership; Use of information from researchinform decisions and
practices; Leadership roles and responsibilitiesat threflect broad
collaboration; Reflective practice/innovation ag thorm; and High student
achievement (See Appendix.4)The statistics, which are a summary of
results, are in Data Set 1 (b) in Appendix 6. Frbwse statistics, Table 5.8
presents the mode and standard deviations of pernepn leadership
capacity in organizations, mostly schools, from shhELMD participants

who completed the questionnaire work.

Table 5.8: Mode and Standard Deviations of Leadersp Capacity

Variable Mode SD

1. Broad-based skilful participation in the work of leadership

a) Have established representative governance gregp SGBs, SMTSs, etc. 4 5
b) Often work in large and small groups on a benof tasks 3 1
c) Each member gets an opportunity to modeldmmonstrate leadership skills 3 1
d) Organize and provide opportunities for maximiateraction among adults &
children 3 .78
e) Share authority and resources 4 .83
f)  Express our leadership by attending to le&yof entire school community 4 1
g) Talk to each other and debate opportunitdead 3 1

2. Use of Information from Research to Inform Decisionsred Practices

a) Use learning cycle that involves reflection |alime, inquiry..... 3 1
b) Make time available for this learning to occur.... 3 1
c) Connect or relate learning cycles to highegirjirés... 3 91
d) Identify, discover and interpret information ateta ..... 4 1
e) Have designed a comprehensive information system 3 1

3. Roles and Responsibility that Reflect Broad Involvemerand Collaboration

a) Have designed our roles to include attentiotldesroom, schools and community....4 1
b) Are sensitive to indications that we are perfiagroutside of traditional roles 3 1
c) Have developed new ways in which we can worletiogr to nature relationships.... 4 89
d) Have developed a plan for shared responsilsilitie 3 1

4. Reflective Practice/Innovations as the Norm

a) Make sure that the learning cycle and time salesdnclude...ongoing reflection. 3 1
b) Demonstrate and encourage individual and groitiative by providing access. 4 1
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¢) Have joined with networks of other schools amjpammes inside and outside

district. 4 1
d) Practise and support innovation without unréalisxpectations of early success. 3 .86
e) Encourage and participate in collaborative irations. 3 1
f)  Develop our own criteria for monitoring, assessinand accountability. 4 .72
5. High Student Achievement
a) Work with members of the school community. 3 1
b) Design, teach, coach and assess curriculunyatisin. 4 .96
c) Provide systematic feedback from families alsbutent achievement 4 1
d) Receive feedback from families about studenfioperance and school

programmes 2 .97
e) Have designed roles and structures to dpaid sustain. 3 1

Once again, results in Table 5.8 for leadershipacidy show a positive
picture. Like the leadership disposition statitiit is necessary to subject it
to summary statistics. The strategy used to inéefables 5.7 and 5.7(a) for
leadership dispositions above also applies to Fabl® and 5.9(a). It is,
therefore, not necessary to repeat it here, bherdb proceed and present the

mean scores for leadership capacity.

Table 5.9: Summary Ratings for Leadership Capacity

Summary

Variable Rating Description

CBASED Excellent: Greater than 28 or equal to lmitgreater than 35
Good: Greater than 21 or equal to 28
Fair: Greater than 14 or equal to 21
Poor: Less than 14

CINFO Excellent: Greater than 20 or equal to mitgreater than 25
Good: Greater than 15 or equal to 20
Fair: Greater than 10 or equal to 20
Poor: Less than 10

CROLES Excellent Greater than 16 or equal to bugneater than 20
Good Greater than 12 or equal to 16
Fair Greater than 8 or equal to 12
Poor Less than 8

CREFLECT Excellent: Greater than 24 or equal tortmitgreater than 30
Good: Greater than 18 or equal 24
Fair: Greater than 12 or equal to 18
Poor: Less than 12

CSTUDENT  Excellent: Greater than 20 or equal torimttgreater than 25
Good: Greater than 15 or equal to 20
Fair: Greater than 10 or equal to 20
Poor: Less than 10
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Table 5.9 gives the indicators for summarizing &albip capacity in ELMD

organizations rated by participants. The summaniegiven in Table 5.9(a).

Table 5.9(a): Mean Scores and Standard Deviationsif Leadership Capacity

Mean Summary
Variable Score SD Rating
CBASED 24 5 Goad
CINFO 15 5 Fair
CROLES 13 3 Good
CREFLECT 18 6 Fair
CSTUDENT 15 4 Fair

While knowledge and dispositions of participatosadership have been
presented as primarily “good”, less optimism ispthyged for leadership

capacity by the same participants. It can be seehable 5.9(a), that of the
five composite variables, only two score “good”ethest score “fair”.

Another striking feature of Table 5.9(a) is thae tBDs are quite big as
compared to that in any of the tables above ofshwme data. The large
variation in table 5.9(a) may suggest lack of agreet on the assessment of

leadership capacity.

This doubtful state of affairs on leadership catyachowever, may be
interpreted in terms of a number of points. Onehat the knowledge of
collaborative leadership is not necessarily traedlanto practice, as judged
by the measure of lack of capacity. In order tmbme theory and practice, it
may be necessary to emphasize experiential leaappgoaches to leadership
development, of the kind the ELMD is trying to dege The other is that the
ELMD then had the space to help create that cgpacihe third is that if
there is no capacity for doing participatory leatgp work, then leadership

for social justice, which is implicit in the pogpartheid educational policy
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goals for transformation, is not likely to be acl@d. This fact may
undermine the transformation agenda. Fourth it ithide sustainability of
the transformation agenda depends on the creatiarknowledge ecosystem
(see Chapter 3) then without collaborative leadprstapacity notions of
whole school, whole community and whole district aifficult to achieve.
Finally, lack of capacity may be indicative of tfect that the educational

organizational form in the schools and districteaarned is still hierarchical.

Once again, a word of caution: despite the reliighilf the questionnaire, the
sample was a purposive and not a probability sarpdethus it is difficult to
generalize. The second point is that these date we@lected at the start of
the programme and were compiled from questionmasponses. This gives a
partial view of the knowledge and capacity to utaler collaborative
leadership. A fuller picture should emerge frone tbmpirical evidence
arising out of the experiences of the ELMD par@éeifs (including
programme designers and facilitators) as they whmugh the programme

delivery during the first year of its existence.

5.4 ELMD Content, Process and Experiences

What content and process, then, did the progranes@ulers think can help
in the development of desired leadership capaaity ELMD schools,
communities and districts? This section shouldisdwme light on answering
this question. It also addresses the core quesifohow collaborative
leadership can be prepared. The rest of this ehafiterefore, highlights
some points of learning from the one year of ELM{pearience.

5.4.1 ELMD Learning and Development Themes and Modas

It will be recalled that the indicators that haveeb summarized from the two
guestionnaires, Leadership Knowledge and Disposti@and Leadership
Capacity mini-survey, suggest not only a particutanceptualization of
leadership, but also possible content for a ledqgeidevelopment programme

designed to produce such leaders and the desiggatcica Although the
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ELMD did not follow the Lambert model, its contemterlaps in a number of

ways as will be seen below.

The content of the ELMD was structured into thre@mthemes. In line with
the philosophy of the programme, these themes itatestkey activities
around which content was developed. As a resulthisf approach, three
Activity Books had been developed. These Brefiling, Social Mobilization
andDistrict and School Development Planninghe workbooks that address
each of the organizing key activity themes are ppéndix 2. | will now deal

with key components of each theme below.

5.4.1.1 Profiling

This theme is covered in the first workbookumnthamo(as it is called in the
ELMD) entitled Priming Ourselves for Leadership and Developmefihis
umthamowas designed to guide participants through doinkew activity
drawn from three key modules, Developmental Resedreadership and
Communities and Social Transformation. The keyivagt for this
introductoryumthamo profiling, was defined as “looking at somethimgrh a
particular perspective in an effort to understaoe lit works.™ This key
activity focused on two main tasks (a) Team Pmadiliand (b) District and
Community Profiling.

In line with the shared and collaborative perspectin leadership, one of the
first concerted efforts of the ELMD was to help tmapants build teams from
within themselves. The first encounter, with ELMirticipants during the
first Block Session was structured as a major téanfding exercise for a
whole week. An examination of the first week-lobtpck session (see
programme for the week in Appendix 8) shows th#&rge amount of time
was devoted to introductions and team-building eges. Each day, for
example, started with a team building exercise. rolighout the week,

15 See page 3, School of Education In-service Progranfniesing Ourselves for Leadership
and Development: Introductory Umthambniversity of Fort Hare.
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participants were asked to sit in their “distrieains”, which meant that the
district officials, principals, educators and SGalksat together as a district

team and were given tasks within that grouping.

An interesting exercise, which they were askeddad the first day as they
sat to work together for the first time as a greopsisting of different levels
in the education hierarchy, was to introduce thdvese Introductions

involved:

* each person in the group saying who they are,
* what their clan name is,

» their history,

* what their purpose in life is,

» their strengths,

» their weaknesses, and

* why they joined the programme.

The introductions were significant in the sensd,titawas evident that, as
people introduced themselves some ice was beinkebrand barriers were

beginning to be shaken.

The introductoryumthamooutlined how the team building exercises were
going to be part of structured and unstructuretvities as they work through
theimithama The structured sessions included the Block Sassand face-
to-face meetings. Following these first block smss were four face-to-face
sessions, leading to a second block session, inhathey, as a district team,
reported on achievements and challenges to theedfitiMD cohort. District
teams were assisted by facilitators cabddkwezel(which means, “Keep the

fire burning”) to work through and prepare for theport back.

The other major task during the same period wasctremunity profiling
exercise. This was to be done through a particigaesearch activity called

community mappingMoyo and Kgobe 2003). The primary aim was two-
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fold: to help participants build a profile of theramunity in which they live
and work. This was done in order to help them wstdad and discover what
services were available and how they could worketiogr with other
stakeholders to promote the education of theirdebil. The other aim was
that through a process of community mapping, inclwltommunity members
went through a similar exercise as team buildirgnmunity members would
“discover” or re-define who they are. The communihapping exercise
basically involves calling members of the communitgether and holding
conversations about the community. Below is anndgethat ELMD

participants used:

* Introductions by each member of the community prese

* Exploring the past, in which members discuss thstohy of the
community;

* Understanding the present, which includes (a) alyais of the current
reality within the community, (b) community strehgt and (c) community
challenges;

* Community priorities; and

» Community vision.

The community mapping workshop is a data collecttyategy based on the
idea that once the community members have unpackeu they are, a
number of possibilities can result. One is thaeythhave a better
understanding of who the others are, where platislp are, who can assist,
and what contributions they as community members osake in the

transformation of education and the community.short, by going through a
mapping exercise, they could identify partners eolhborators in education
with whom they could network. This networking waduhen lead, it was
hoped, to the creation of a knowledge ecosysterh wlit its strengths and
weaknesses as discussed in Chapter 3. The firat py¢ ELMD

implementation, however, had not yet withesseddteation.

154



5.4.1.2 Successes and Challenges of Team and Coniimun
Profiling

The data in this section relate to evidence thaiwshthe success and
challenges of team building and community mappixgreses. The data are

compiled from reported experiences in face-to-fawoe block sessions.

a) Team building

In Chapter 3, it was argued that teams and teamWvavie to be consciously
built and carefully natured. It was further argtledt teams can exist in name
without necessarily exhibiting team culture. ThéMb approach was
designed to build a culture of teamwork. A numlérparticipants and
abakwezeliexposed to ELMD philosophy and methodology havesstd to

the fact that they have seen teams forming angiogrout team tasks.

A presentation for the affirmation exercise predaby the King William’s
Town team has claimed that ELMD caused greatericgaation within

communities and helped the group work as a teaenAppendix9)

Other evidence of the impact of team building els&x is summarized in
Table 5.10 below. | compiled this from team repant Block Session 2 (See
Data Set 2). They pertain to two face-to-faceieassrom Libode-Mega and

Grahamstown.

Table 5.10: Experiences of Various Education Stakethders in Team Building

Stakeholder Experiences

District Official Positive:
» | saw how a team is formed during the first Block Sessio

* | was able to mix with people of different rank. We gvable to
discuss as colleagues.

e These activities gave me confidence.
Negative:

< There was no cross-district collaboration.
» There was no contact between teams.

Principal & Educators Positive:
« | withessed a common feeling of working together.
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Learned to respect other people as | do not always have lie|r
answers.

Learned to be tolerant.

g

* Valued contribution from SGB members.

« Some people started by being touchy but gradually learned t|
relax.

Negative:

e Some people tend to disregard ideas from others.
» There was lack of punctuality.

« Some people are not as committed as others.

(@)

SGB Members Positive:

» | was accepted as an SGB member by people of diverse
experiences.

| saw the potential for us to be developed.

Negative:
« Late coming was a problem.

The responses above are a promising indicator at wdin be achieved as far
as team building is concerned. It also shows somadlenges associated with
the individual behaviour of team members. At 8tage, it may be difficult to
say whether these are teams in name or in substarigata from the
affirmation exercise below should assist. Thisaaceuld also constitute

another study.

(b) Community Mapping

Armed with ideas from the first block session angpmorted by the
abakwezelin face-to-face sessions, participants went ouhéofield to “get
their hands dirty”, that is, they carried out th@menunity mapping research
activity without the traditional literature reviewesearch design and other
head work preliminaries associated with academsearch. The ELMD
thinking, in this respect, was that theory mustidoin real-life experiences.
By undertaking the real-life activity of mapping ethcommunity, the
participants must have experienced some challeofjé&smulating research
guestions and setting about answering them. Wéamg reported their data

in block session two, the data looked as shownwaelo
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Exploring the Past:

Teenage pregnancy was a disgrace.
Churches were also used as schools.
Farmers were managing the schools.
There was no democracy in schools.

Learners used to walk long distances.

Understanding Our Present:

Moral decay.

High rate of unemployment & poverty.
HIV/ AIDS problem.

Child abuse.

High crime rate.

Lack of parental involvement.
Substance abuse.

Availability of learner support material.

Challenges in Our Community:

Unemployment.
Lack of community involvement.
Literacy.

Shortage of subject advisors.

Summary from Block Session Presentation of CommunjtMapping Data (Data

Set 2 (b)

As can be seen from the above summary of datamgezsas part of reporting

on community mapping activities, the following dealges can be identified:

The data are not presented in a usable format. ekample, under
community challenges, the itemmemploymentoes not say much. There
is a need to process this, such that unemploynsergipresented as a rate

or stating the number of unemployed. AccordingtdMD thinking, data
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processing and data summarization are then tabgised on what the
participants themselves have produced.

* What might be presented as a challenge of unemmoyrhowever, may
in fact be something else, for example, lack ofiskattitude to work, etc.
What this suggests is that in research, the ppainds need to be clear
about what questions they would like to answer aod they should

facilitate the “extraction” of evidence from thespondents.

Getting research experience was one of the airttiootheme. The other was
to actually come up with a community profile shogvicharacteristics of the
community that have relevance to the real-life wday challenges of
supporting education in their schools. The KindlMfin’s Town group came
close to this in the written report attached in Apgix 9. They had

approached the following stakeholders:

» South African Police Service
» Social Workers

* Municipal councillors

* Nursing sister

» Taxi Associations

» Department of Agriculture

The group approached these stakeholders becauyséeththat they work or
ought to work closely with schools and that they Eaders in their field of
operation (p. 6 of King William’s Town’s Report tBlock Session 2, 25
September 2003). It can be argued that if thisagah is followed up and
sustained, it can lead to the creation of a disknowledge ecosystem such as

discussed in Chapter 3.

The above examples of profiling activities by teasm®w that some steps
were being taken leading to the mobilization ofksteolders towards
collective leadership. But after profiling, how neethey to carry out the

actual mobilization in the next key activity?
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5.4.2 Social Mobilization

Social mobilization was viewed as getting the tdaniget your community
moving” (Botha and Avery 2003:2). At this stagetioé ELMD programme,
“trainee” leaders were being called upon to buippbmu their team strengths
and knowledge of community to get their communitiesving for the
purpose of building a better life and education foemselves and their
children. The social mobilization activity bookvgs participants various
ideas and notions of the phenomenon of mobilizatibhese include the 1976

Soweto uprising and others.

This particular activity book, like the first ongrsew on three modules, which
are: Communities and Social Transformatiddevelopmental Researand

Policy and Education Development Around the key activity of social
mobilization, participants were required to carmyt eandividual and team

activities in their work places and communities.

The main activities under the theme of social ma#iion revolved around
holding animbizo (or discussion workshop) in which various stakdbod
were to be brought together, analyze the situatiotheir communities and
eventually craft a vision for development. Avallleports from teams (see
Appendices 9 and 10) show various ways in whick was experienced.

Group Reports from Block Session 4 (Data Set 2 &3p shows that the
participants had, in the main, been able to mab#iections of the community

by holdingimbizcs.

The Libode-Mega Team report (Appendix 10) showstaof enthusiasm for
this activity. The team held a series infbizcs, and at least one school
community held a SWOT analysis. The next step wasarry out the actual

planning based on the visions.

One face-to-face report from Grahamstown, howesleoyws some challenges

faced by the team in trying to hold ambiza The report (Appendix 11)

159



shows that there was poor attendance andntlézo could not be held and
was postponed for a future date.

From these available reports, a number of thingsbmalearned. One is that
the quality of report writing was weak. Where ianbizo was held, it is
difficult to capture the richness of exchange ddas that can take place at
such a forum. This is a critical learning point tbe pilot study as, without
detailed and sound documentation, it is difficalicapture and learn from the
process of development of leaders using the ELMDdeho From my
understanding, in discussion with colleagues, shisly is the first to capture
in a systematic way what the ELMD is trying to mbd€&or this reason, the
potential ethical dilemma of my dual role as reskar and leadership

developer is resolved, as the study should betinefiprogramme as well.

The other point is that the strategy of plannind endertaking ammbizowas
possibly weak in the Grahamstown team. This raiBespoint about what
kind of leadership knowledge and skills are requi@ undertake such tasks.
This is perhaps a case where what is called fardembination of local and
global as well as tacit embedded knowledge (asudssd in Chapter 3, pages
74 - 78) rather than textbook knowledge. Furtheenaf the ELMD
curriculum should be built around real-life leadwps challenges, as the
ELMD proposal envisages (see Appendix 1), theretieea need to learn from

such an abortive attempt how to do just that irctica.

Finally, the timeframe in which thenbizcs were to be organized and held was
possibly too short, given that most participantssehdull-time jobs as
educators or district officials. What kind of tifremes to use, ELMD
programme designers should, | believe, learn from participants, in the
spirit of co-learning and constructivist curriculubbuilding, by creating
opportunities for sharing experiences and for byioased skillful participation

in the work of leadership, as conceived in Lamisequadrant 4.
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Despite the apparent opportunities lost, the egeran social mobilization
appears to have laid the necessary awarenesspartiaipatory approach to

development planning.

5.4.3 District and School Development Planning

Crafted around the key activity of District and 8ahDevelopment Planning,
were four ELMD modules: Participatory Action for Gal Transformation
and Strategic Planning, Leading Professional Dereknt, Finance and
Projects, and Education Management Developmentrrirgtion System
(EMDIS). The thrust of these is on developing plémat would lead to plan
implementation designed to “support the schoolgh® move to attaining
Section 21 functions” (Botha, Dladla and Avery 2@)3 Section 21 status, as
provided for in the South African Schools Act, isoat self-management of
schools. This calls for competencies in financr@nagement; educational
transformational policies such as that of Norms Stahdards for Financing,
production, processing, and in using the Educati@magement Information
System (EMIS) — understood in the ELMD as EMDISthman emphasis on

development.

Reports on practical activities around the keyvagtiof District and School

Development Planning were still very thin by thel eri year one. However,
some participants had started working on their bgwveent plans as implied
in Appendices 10 and 11. How this was unfoldingpiiactice in schools and

districts will be seen from the data from the affation exercises below.

5.5 ELMD Assessment Policy, Practice and Indicatorsf
Change

While the ELMD was primarily designed as a capabiniding and
development oriented programme, the fact that rab#tose enrolled on the
programme (see Table 5.2 above) were registered afor accredited
gualification presented a twin-sided challenge tf@ programme designers.
On the one hand, they had to come up with an assegstrategy that meets
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the accreditation requirements of the Higher EdanaQuality Committee
(HEQC) and which is in line with the SAQA frameworlon the other hand,
such an assessment strategy should be consistémttive developmental
thrust and ELMD philosophy. This challenge pregied programme
designers from its inception up to the time of imgtthis study, October 2004
and on-going. It must be noted, though, that #sei@ of assessment is not
peculiar to ELMD. Broadfoot and Black (2004) ackhedge that
controversies around assessment in education reamsiolved world-wide,
prompting them to pose the question as to whethastiioners in this field

have not reached a stage where assessment idyabgiaf re-defined.

They argue that there is “a move to rethink mowically the practices and
priorities of assessment if it is to respond to kameeds rather than frustrate
them” (Broadfoot and Black 2004:1). In this conin@t, Broadfoot and Black
raise two critical questions. First, the extentwbich prevailing modes of
assessment tend to reinforce outmoded notions wfcalum content and
student learning at the expense of twenty-firsttumgnlearning skills and
dispositions such as creativity and learning tarleaSecond, whether it is
now time for the emergence of a new paradigm bdrthe very different
epistemologies and needs of the twenty-first cgnfloid. pp. 21-22). The
two questions are highly pertinent to the ELMD ot&ion, not only in re-
inventing educational leadership but also in redefi assessment procedures
for the preparation of such leadership. What d¢oution might be made by
the ELMD’s first draft of Assessment Policy and ¢&dures, produced in
January 2004, some six months after the launchefptogrammé® will be
determined in part by its ability to shift the pdigm in the face of structural
constraints discussed in the next chapter. Bst, firnow briefly outline the
ELMD assessment policy and procedures in the diedument and go on to

examine how these worked out in practice for tlegamme.

16 See Assessment Policy and Procedures Draftl: Educational Llepdbtanagement and
Development Programme. 15 January 2004.
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5.5.1 ELMD Assessment Policy and Procedures
The ELMD programme designers have been at paidesmn an assessment
system that is different from the traditional typ&ome basic principles of

ELMD assessment demonstrate this:

» The ELMD is primarily a transformational and dey@itent project.
Assessment strategies support this.

» Assessment reflects the primary importance ofigpant activity
and its outcomes.

* Summative examinations are not appropriate in prgect, and
written assignments are different in nature froditional ones,
being based on practical activities.

» The awarding of qualifications will, however, bengoon the basis of
rigorous and structured assessment procedures)enith SAQA
requirements.

» Assessment will be graded on a 5-point rating systd—5)
described below. No marks or percentages willvbarded until the
final grading is translated into a final percentdge the purpose
awarding qualifications (Assessment Policy and €doces Draft 1.
p. 2 — Appendix 12).

The above principles capture the tension betweentréditional academic
summative examinations and democratic, activity amdcomes based
assessment. They also show the efforts by ELM@narame designers to
attempt to shift the paradigm with regard to ddeadership development and
social transformation. However, perhaps one ofrtieest innovative ideas

built into the assessment procedures is the nofiaffirmation

5.5.1.1 The Concept of Affirmation

Affirmation has been defined as a process wheraslgssors external to the
groupaffirm and celebrate the work done by #imkwezeland participants.

In doing this, they confirm the grades given by theoup/peers and
abakwezeli or in certain cases suggest modifications todgotieem in line
with grades from other groups or agreed upon @itefhe bringing of grades

in line with those of other groups is a form of reaation, but the difference is

" ELMD September Affirmation — A Suggested Framework: 18 2004.
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that affirmation can be seen as “user-friendly” the sense that it is a
negotiated process. The participant is given thgodunity to present and

defend his/her work to the affirmers.

The affirmers in the first ELMD affirmation exereiswhich was carried out
in October 2004, were people from other universjtidfrica University in
Zimbabwe, Rhodes University in the Eastern Cape University of
KwaZulu Natal,abakwezelfrom another group, academics from the Faculty
of Education at Fort Hare, District Directors frothe Eastern Cape
Department of Education and module writers. As loarseen, the spread of
stakeholder representation and the sharing witkigderns of the work done by
abakwezeliand participants is a form of accountability. g8 an important
part of building confidence in the programme. dtalso a monitoring and

guality assurance process that could go some wegreince the HEQC.

5.5.1.2 Process of Affirmation
The affirmers were divided into two teams, 1 andEach team was deployed
to two districts to carry out the affirmation araléwed the process outlined

below:

Pre-affirmation meeting

Visit central venues of District 1

Visit selected schools in District 1
Mid-affirmation review meeting (both teams)
Visit central venue of District 2

Visit selected schools in District 2

N o o 0w bd R

Final review meeting (both teams)

At the pre-affirmation meeting, the two teams dssmad the idea of
affirmation as well as the process it entails.wiédts an opportunity to clarify
any points that were not clear. Importantly, thegnt through and agreed on

the action process, whose core activities involvaohong other things,
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listening to team presentations, viewing schoosteudisplays, interviewing
individual participants, and scrutinizing and dissing portfolios and
journals. In the portfolio and journals, the affers were to look for and
affirm evidence of individual participant developmeas aleader, change
agent and advocate, team participant, reflectivactitioner and researcher.

These areas of growth and what the affirmation @gerwas able to identify

and affirm are discussed below.

The process of affirmation assumed thatahakwezeland peers would have
assessed all the identified areas. Affirmers wothdn look through,
interview and affirm. As things turned out, in ébrof the four districts
assessment had not been done, so affirmers folemdstives assessing as
well. This was due to a communication problem wifitt ELMD, which was
not clear to all concerned. It was also eviderdt tthe participants, the
assessors and affirmers were all on a learningecurWevertheless, the

exercise went ahead.

5.5.2 Core Competencies to be Assessed and Affirmed
According to the ELMD assessment policy and procesiusee appendix 12)
the programme intended to develop practitioners afe competent in the

five areas summarized in Table 5.11 below.

Table 5.11: Core Competencies to be Assessed andiryied 18

Area of Competency | What is to be Assessed

1. Leader Evidence of development of leadershiprdl
2. Researcher Evidence of research skills in pastf{group and
individual)

Projects and dissertations for post graduate staden

3. Change agent & Group presentations on vision crafting and forunmiation

advocate Evidence of change agency and advocacy in portfolio
4. Reflective Quiality of reflection in journal and on-going waakd
practitioner interaction through the year

18 Assessment Policy and Procedures Draft 1: 15 January @O@.
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5. Team participant Evidence of quality team paréiion in an on-going work|
and interaction throughout the year

Evidence of team patrticipation in portfolio

Two learning points need to be mentioned in conoeatith the description
of competencies in Table 5.11. One is that refsxdn “evidence” of various
aspects to be assessed remained unspecified.hén wbrds, what were the
actual pieces of actions or behaviours that theszsss and affirmers were to
look for in order to, for example, enable them &sdtibe a participant as
exhibiting “development of leadership potential't?would argue that there
was need to spell these out ahead of time to pteaash assessor looking for
different things. While specifying what to lookrfaay promote a shared
definition of learner or participant development the various desired
competencies, however, it carries the danger ofrteny assessors to what
Broadfoot and Blackllpid. p. 21) refer to as “outmoded notions of curriculum
content and student learning at the expense oftyafest century learning

skills and dispositions such as creativity andriaay to learn”.

The other point to be highlighted concerning théViELset of competencies is
that in order to align them to the developmentaighof the programme there
is a need to specify the criteria for assessmettinvihe framework of a
rubric or scoring tool. The crucial point here is thatudric should be
developed not by assessors on their own but jowitlly the participants. The
co-construction of a rubric can also avoid revertio outmoded assessment
practices. | throw the idea of a rubric up for aeh For now, it is important
to examine the tool that was actually used in theessment and affirmation

exercise.

5.5.3 ELMD Assessment and Affirmation Tool

As already indicated above, the ELMD did not degedaubric. Although the

idea had been debated during the course of the iyetite months leading to
the affirmation exercise it was never developece programme designers

came up with a tool (see Appendix 1Bat has subjects or modules on the
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vertical axis, and on the horizontal axis attentptscore each module on six
aspects, that isassignment, workbook, individual participation, foal,
group presentatiorand portfolio. The tool neither specified descriptors for
each criterion nor attempted to capture learnewtiran the various themes
(profiling, social mobilization, plan developmemadaplan implementation)
that the participants had gone through during thenbnths of ELMD work.
These omissions gave rise to different interpretatiof what to look for on
part of assessors and affirmers, and different &stiens of what was
required, on the part of participants. Imperfecttavas, the tool was used for
the exercise. It is now necessary to look at vitheame up with, in terms of
enabling assessors and affirmers to say what had behieved by the

participants.

Although the tool inadvertently did not specify tbempetencies spelt out in
the Assessment Policy and Procedures Documemgdl v pick out evidence
of what was happening to the participants with réga acquisition of the
competencies. The data are in the form of groymrte and individual
testimonies. The data that follow were compiledrirdy the week of
affirmation, mainly from the two districts Fort Beart and Libode-Mega in
which | was part of the affirming team and from iesv meetings of two

teams together. They are summarized in Data Set 4.

5.5.4 Data on Development of ELMD Leader
Through the Leadership module, participants replotti@t they had learned a
number of things:

* Through this module | have learned to do away wlie “I”
syndrome.

* As a leader you are a change agent. Change hatartowith each
individual. Our values and attitudes have changed.

» Our change is a journey towards self-managing 9shoo

* | have learned that leaders are not born. Everygamebe a leader.
We have got to share leadership. For exampleahkrs come late
to school, this problem must be addressed joinyiyth® principal
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and the SGB. This will promote ownership and tesgonit. (Team

presentations. Fort Beaufort Group. 11 October 2004 Data Set

3)
Two main perspectives are apparent. One concdrasatvareness of
inclusivity in leadership, the notion that it istribe individual “I” that matters
but the collective. Problems must be addressedlyoin a spirit of sharing
knowledge and wisdom. This understanding of lestdpris consistent with
Lambert’s idea (see Chapter 2, p. bl proad-based participation in the work
of leadership, a characteristic that falls withimnhbert's quadrant 4 of
leadership capacity. The other point to note iat tleadership is about
deriving change. Change, however, must start withe individual in terms
of change in the values and attitudes that gowdationships as manifested in
the culture of a given organization or communitit. will be recalled that
culture, which according to Sergiovanni (see Chapie 22) is the lifeworld
of an organization, is at the centre of transforomat No change can take

place if we ignore the lifeworld and concentratdrstrumentalities.

Some hundreds of kilometers away, the Libode-Magd & group exhibited
a similar outlook when they gave the following etaents abut their
engagement with the leadership module:

* We are guided by systems thinking in leadershipclvisees every
action as part of a system. We avoid blaming atlier problems
and attempt to look for a solution systematically.

» Systems thinking in leadership promotes ownershiprablems and
solutions.

» Teachers first consult us whenever they want togbataking into
account parents’ need§Team presentations. Libode-Mega. 14
October 2004 — Data Set 3)

The Libode-Mega group presented the idea of shiadership in terms of
systems thinking, a perspective that fits in witle tknowledge ecology
approach to leadership. It stresses the creaticknowledge ecosystems,
discussed in Chapter 3. The idea is also an eedhanst of Peter Senge’s (see
Chapter 2, pages 40 - 44ystems thinkingpproach to building changing or
learning organizations. From these indicationsait be concluded that these
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may be early signs of the development sustainatdeldrship knowledge
ecosystems within the districts and school comnesmit

5.5.5 Data on Development of ELMD Researcher

Research learning experiences were expressednts tef engagement with
two modules. One was the research module, whiddeduparticipants

through a participatory research activity, commumiapping as discussed
above. The other was the module on Communities BEmaghsformation,

which required participants to undertake an ethalgic study in their

communities. In community mapping, participants raveexpected to

undertake fieldwork that would enable them to atlidata they would use to
construct a profile of communities they lived orrked in (also see King
William’s Town Report, Appendix 9) During the Affirmation, participants

stated:

Community profiling was most meaningful to me. @&ef | did

profiling, | did not know the history of the schoolow | do. | now
understand the community better. Before we eng#dgedommunity,
they were not interested in school. We were hagimggoblem of late
coming of learnerg/Affirmation exercise interviews. Participant 2.

11 October 2004 — Data Set 3)

This appears to have been a popular activity anlo@garticipants. The idea
was to build research theories from practical epee of “getting their
hands dirty” first, without having done what Goughndated: 9)calls

headwork in research. Headwork would have had ihénmduced to research
in the traditional way, with a grounding in epistdogical and

methodological issues concerning research desigihey plunged into
fieldwork guided by a developmental desire to knawere about their
community in terms of stakeholders that were aroamd could be of

assistance to education. Below are some of thejpants’ statements:

* We carried out community mapping in which we appheal a
number of stakeholders, such as Health and Soexatbpment.
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 We got a number of stakeholders together and dtantafting a
vision.

e Our team member went and approached an NGO tot amsis
school.

» Through developmental research we (a) learned rés®arch is a
two way process, researcher and researched gaerienpe; (b)
gained experience in terms of drafting researchstipues; (c) learned
that we need to know the community in which theostlis situated.
(Team presentations. Fort Beaufort District. 11 Oabber 2004 —
Data Set 3)

As can be seen from the above statements, the mormfethe research
activities was developmental with little attentigraid to methodological
issues. Traditional academic convention would geshdismiss what ELMD
participants did as rudimentary and questionabletbical and other grounds
(see Chapter 4, rules for good research, pages-1P23) but when we

consider the relevance of the research for prdciiction, the value of what
the participants did can perhaps be judged differenThe presentation by

Libode-Mega group illustrates the point.

As a result of the research module, the chairpersiorthe SGB
initiated his own research into why the state dets in a local pub
were dirty. As a result of this research intex@attithe manager of the
pub did some corrective actiofAffirmation Team presentations.
Libode-Mega District. 14 October 2004 — Data Set 3)

Later, during individual interviews, | was able @k to the SGB member

concerned and this is what he said:

| went to the local pub and asked for the manadevas carrying the
researchumthamo He agreed to see me and | went upstairs. |
explained that | was doing research in the commgunltasked him
about why toilets were dirty. He blamed the woskel explained that

| was not going to report him to authorities. Heeagl to have them
cleaned(Affirmation Interviews, Participant 4, 14 October 2004 —
Data Set 3).

The significance of this action, as indicated aboles in the fact that
interaction with the module raised an awarenessaoproblem and an

enquiring mind on the part of the SGB member. alt also be said that the

170



SGB felt empowered to d@search— an activity traditionally associated with
people in the academic world. The third pointhattthe action, whether it
passes or fails the canons of good research, edsimtchange on the part of

both the interviewer and the interviewee.

Following ELMD philosophy, the SGB member can tihenfurther developed
by being taught research theory that builds on tmac experience and

relevance to real-life situations.

5.5.6 Data on Development of ELMD Change Agent and
Advocate

The story of the SGB member above is, in a sensgcaim change agentry
and advocacy. The concept and practice of chaggetaand advocate is
complex. To be labeled as a change agent andtiallgcexercise agency
may not be as mechanical as expected. The delatemd this issue
notwithstanding, it is important to examine somgaas taken by participants
with a view to assessing the extent to which thayehbeen agents of change.
| will be tackling the issue of change agentry imren detail in the next
chapter. For now, | present reported experienceth@fparticipants. One

participant from a Bedford school reported that:

What benefited me most from the ELMD is the modua
Communities and Social Transformation. This modsl&key as it
shows how | must first transform myself and theansform the
community. Bedford is a poor area so we haveait@tl a Social
Welfare Forum comprising a number of stakeholdehsas police,
nurses, etc. We have also approached the munigifat a plot to
initiate a garden for the communityAffirmation interviews.
Participant 2. 11 October 2004 — Data Set 3)

As can be seen from the above quote, change adpemeywas not individual,
it was a team effort in the sense that the “waliged. The important thing is

9 Term borrowed from Fullan, M. G. (199Bhange Forces : Probing the
Depths of Educational Reformaondon. Falmer Press. Fullan uses the term in
way that combines the agent of change and exestsgency.
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that some actions to change prevailing disadvangagituations were being
initiated and the initiation is attributed to engagent with an ELMD module.

Another example is one of an individual SGB memhbleo said:

| went to one nearby school where there as a ngeabout finance but
there was no chairman, no secretary. One persendivacting the
meeting. | had to intervene. | was able to seéegthwere wrong
(SGB Chairperson, Nkqwiliso J.S.S. Affirmation Team
Presentations. Libode-Mega District. 14 — Data S&)

Once again, it would appear this action to change wrompted by the
knowledge gained through a study of correct finainpractices as presented
in an ELMD module. An EDO, in another situationsasiso empowered, as

he stated:

Using a knowledge from the Policy Module | was alolesolve a case
of one school SGB. The case took three weekslt@.sdlso helped
with changes in the District Strategic PlgAffirmation interviews.
Participant 5. 11 October 2004 — Data Set 3)

Yet another SGB took action to change an undesiraltlation relating to

lack of infrastructure in the community:

The research module showed me how to live. Whercaveed out
research in the village, it was because we hadiftshthe problem of
lack of access roads. This problem was so badetret when people
have passed away, in some villages, they are ddogiewvheelbarrow
because no car can go there. Faced with this gmolblcarried out
research about what to do and found that | hadppyato the local
municipality through the local councillor. Currgnt road is being
constructed in the aregAffirmation interviews. Participant 5. 11
October 2004 — Data Set 3)

From these examples, on the face of it, it woulgpemp there was some
exercise of agency prompted by the ELMD interventioOr were these
simply fortuitous situations? A deeper analysislminge and change agency

in the next chapter should throw some light on.this
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5.5.7 Data on Development of ELMD Reflective Pradioner

The idea of the reflective practitioner is anotbemplex issue, as seen in the
discussion of reflexive methodology in (Chaptep4,15). With regard to the
ELMD approach to leadership development, it hasl@@gued that it is based
on experiential learning, which involves concretepexience, such as
community mapping, observations and reflectiongmédion of abstract
concepts and generalizations, testing implicatiaris concepts in new
situations, and back to new concrete experiencéfand Fry cited in Boud,
Keogh and Walker 1985: 12).

Kemmis (1985:140) warns, however, that reflectismot purely an internal
psychological process. It is an action-orientedstanical and political
process. This means that as a person reflects, $teeas influenced by history
and political factors such as ideology and langudgeill return to this point
in the next chapter under enabling and constraifastprs in the exercise of

agency.

For now, to return to affirmation data, the otheolggem with regard to
recognizing and capturing reflection is that maattipipants were struggling
to figure out what to write in their journals (s&&d-Affirmation Review

Meeting. 13 October 2004). One journal entry hasvevshows some

reflection on personal growth that the participaat going through:

We see a difference among us, we are growing evenri minds. We
see wrong things and whether there is leadersiipat leadership is.
| am learning since | entered the programr(eee Affirmation
interviews. Participant 4. 14 October 2004 — Dataed 3)

The confession that “I am learning since | entaredprogramme” is telling.
It is also consistent with individuals who are likgo build a learning
organization in the sense argued by Senge in Chapt8enge, however, goes
on to add that for such learning to sustain a legrorganization, it should be
team learning (Chapter 2, p. 41hlow then was the ELMD developing team

participants?
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5.5.8 Data on Development of ELMD Team Participant

In Chapter 3 (pages 84 - 83)argued, following Wenger, that social
participation in everyday practice is a process ledrning that creates
meaning, identity and community. One of the kempetencies for ELMD is
therefore team participation. Evidence for thissvadtained mainly through
observation. Whenever | had the opportunity toeols ELMD participants
at work, it was evident that they had developeditsairit. In fact, they use
team effort to cope with the demands of ELMD woi®ne SGB participant
admitted that he was helped by one educator telasminto Xhosa what was
in his workbook (Affirmation interviews. Participad, 14 October 2004).
Generally speaking, as most modules have not et translated into Xhosa
for the SGB members, it is reported that these neesnbely on other team
members to translate for them. They also repdtiat they routinely work
together as a school-based group or district-wrdeg depending on the task
in hand. As a school-based group one participafiérring to the finance

module, said:

| must admit that we have not yet had a chanceotthgpugh it as a
group. What we normally do is to assign each o#imet take turns to
lead the group in discussion of each mod(Adfirmation interviews.
Participant 5. 14 October 2004)

There are times when they come together as aatitdeim to prepare for team
presentations during block sessions. The Fort tBeiagroup is said to have
been meeting on their own initiatives and withabiakwezeli for a whole

week to prepare for the affirmation exercise.

While it was difficult to pin down any individual ootribution to team
participation, the general impression is that pgréints in fact depended on

teamwork to get on with ELMD work.

This finding is in agreement with what Tyala (200d)nd in another study
focusing on team members’ perception of their rolies managing

Grahamstown schools. In that study Tyala discavehat the concept of

174



team management was well received in the schooishwiarticipated in the

research. However, he also noted that some gnifiobstacles to the
acceptance of teamwork existed. These includestssef accountability and
the fact that teamwork is time consuming. Thessitss are not borne out in
the ELMD data. Nevertheless, teams can be seeseddsl in the sense that
they enable collective action for change (see Giigtpage 193).

On the whole, therefore, while there were signs ttbamwork was generally
accepted by both ELMD participants and in thoseskshthat Tyala studied,
the challenge lies in what competences are neenlexVdrcome obstacles.
The question of constraints to action for transfation is explored in the next
chapter. For now it is important to examine whatlence of transformations

existed as a result of ELMD intervention.

5.6 Transformations through ELMD Interventions

The five core competencies outlined above were méanequip the
participants with the means to bring about tramsfdgrons in their schools,
communities and places of work. Apart from grougesentations and
individual interviews, the affirmation exercise @lsook affirmers to two
selected schools per district. | was in a teanh tfsated two schools in Fort
Beaufort and two in Libode-Mega. The purpose @f sishool visits was to
see evidence of what participants reported duriag H of affirmation at a
central venue (see programme of affirmation). timeo words, the intention
was to see how participants were putting their catepcies to practical use to

develop their schools and communities.

The school visits consisted first of presentatiopgach ELMD school-based
team and second, an exhibit of what had been asthiamd what they were
working on. The team | was in was able to seeadfian that indeed much of
what had been reported in Day 1, such as schodlaewent plans, school
policies, etc., were indeed available and in plade. fact, many of these

exhibits had been seen in participants’ portfoliogvhat | would like to

175



capture below are narratives of transformations lia&e taken place in each

of the four schools I visited since they joined EDM

1. Transformations since Joining ELMD: School 1, FBeaufort District

* Principal: During that time things were vested in one leades,
principal. Now we have learned through ELMD that slkeare
leadership.

* SGB Chair: Prior to the ELMD we had school governance which
was not empowered. Provisions of the SASA weramptemented.
For example the requirement to have school polwias theoretical.
We did not know how to draft them. At this schoeé have
established 9 sub-committees of the school SGBKkingo after
different areas of school functioning. All thesdbsommittees are
monitored and report to the SGB.

* Parent 1: Before ELMD we did not know vision and missionowl
even SGBs from other schools come here for advice.

» Parent 2: | am a co-opted member of the SGB and chairpergon o
the curriculum sub-committee. In this sub-comreitédl of us feel
that we are part of the school. In our curriculsmb-committee the
most important people are the studentaffirmation Exercise
School Visit. Fort Beaufort, 12 October 2004 — Dat&et 3).

2. Transformations since Joining ELMD: School 2, FBetaufort District

* Principal: When the new principal came in 1994 parents did no
know that they had to participate in school adtgit

» Parent 1 The principal's approach was not informed. Nance
the ELMD the SGB chair calls us and we discuss aichmblems
and [he] explains that school is for parents ad.w&e have now
identified a new school site which we worked onselwes without
asking for payment for it. Working relationshipsvie changed.

» Parent 2: In the past there was no proper report on schamats.
The manner in which they reported was fast andhalieg. We
could not understand. Now with the help of ELM2yhsit down
with us and we discuss.

* Educator: After the ELMD we have established a number of
committees and we have come up with a vision fersithool.

* Local Government Representative: There is a problem of
communities not working together. We want one priynschool.
But we go to church together, attend funerals togret There is a
feud between the two principals. We are one conityiand we
want to be one.
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» Parent 3: We have a finance committee. ELMD showed us that a
parent must be a member of the finance committbe.the past
finances were the prerogative of educators.

* SGB Chair: The ELMD module shows us how to constitute a
finance committee and budgeting guidelifaffirmation Exercise
School Visit. Fort Beaufort, 12 October 2004 — DatSet 3)

3. Transformations since Joining ELMD: School 1, Libddega District

« SGB member: Before ELMD, school monies were kept by an
individual. We have now learned to keep moneyhm bank. We
have a finance committee which authorizes the eXp@me of
money according to whether it is in the plan anbludgeted for. We
also organize fund-raising events, such as a concer

» Learner member of SGB: We attend SGB meetings and air our
grievances. We communicate with other learnerst whaspired in
the meeting.

» Ordinary parent: | have been a member of the SGB before and
there were a lot of problems. This school did appear to be a
government school. It was built by the communitye started this
long ago. School was only rondavels. Even th&dimg we are in
was built by the community. | am happy to say thishe presence
of the District Director (who accompanied us duritigg school
visit).

» Local Headman: The school had only one rondavel. The principal
always calls me to the school. They say | mugpdré of the school
activities. So | now cooperate with the schoohey also explained
the ELMD programme to me. That raised hope an@&tations. It
also raised questions about what is a school. ElMIght me that
it is a fountain of knowledge and civilization a@Gdristianity. Your
arrival here has confirmed this and my wisheslso avish that the
school could be Section 21.

» Learner member 2 of SGB:l want to confirm what the other parent
said that our school finances are in good hata§irmation
Exercise School Visit. Libode-Mega, 15 October 2004 Data Set
3)

4. Transformations since Joining the ELMD: School ibode-Mega District

* Principal: Before ELMD we did not have a school constitution.
Now we have it. We did not have policies, now we dNe also
have a school development plan. The communityahleeen interest
in education but because they are unemployed, fthdyit difficult
to pay fees.

» Parent: As parents, we sit and decide on priorities anseréunds.
We however experience difficulties. For example, agked parents
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to pay R50 but there are problems. Some pay Rbe $ocents, etc.
Although it is difficult, we are determined. Theasea detailed fund-
raising register.

* SGB Committee member: We do not want anything to do with
money not recorded.

» Learner member of the SGB: We like the way things are run at
this school.

» Learner member 2 of the SGB:We are informed how money is
managed.(Affirmation Exercise School Visit. Libode-Mega, 15
October 2004 — Data Set 3)

From the above data depicting transformations ur 8zhools, it can be seen
that they corroborate what was reported during Dagf affirmations, and

various reports that participants gave during bleeksions. Although the
ELMD baseline study did not focus on baseline coowls of all the aspects
reported during the affirmation exercise, one canconfident that these
transformations were indeed taking place for twasoms. One is that since
the narratives at school level included ordinarsepts who were non-ELMD

participants, it can be concluded that what was s#&s genuine and not
simply to please the affirmers. The second re#isaingives confidence is that
the same consistent message of transformation earpitked up from

different schools and districts that are far apdrb. sum up, the reports from

the four schools in two districts show a numbeamfas of transformation:

* From hierarchical to shared or distributed leadgtsh

» School principals working better with SGBs. The B3Gthemselves,
understanding their roles better.

* Because SGBs are working closely with the schablsy appear to be
promoting school community integration.

* Schools were becoming more democratic in the sdémae they were
working through committees.

» School finances were being managed better, withestransparency,

through finance committees.
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On the basis of the above points, it can be comduthat the ELMD’s
development/transformation thrust was showing sajimaeeting expectations
of the programme. The position is less clear weéiipard to the academic side
of things, as pointed out earlier, with regard ftffiailties in designing

assessment policies and practices.

5.7 Academic Development of Participants

The affirmation and assessment/affirmation tool wasant to capture
individual growth in a number of aspects. Two loéde, “assignments” and
“workbooks” specifically pertain to the academidesiof things. Mid-

affirmation and final affirmation review meetingstad the following:

1. Assignments:

» This is a highly problematic area.

* Not all modules specifically specify assignments.

» The review of the current draft materials shoulduga that assignments to
be done are clearly specified.

» Future ELMD intakes must have this matter resolved.

2. Workbooks:

» Candidates had done a fair amount of work on the#mwever not all
activities were followed.

* Many participants felt that there was work overload

* It may be that activities are not well coordinated.

* There are too many modules which are not well doatdd.

* There may be need to re-visit the roll out plan.

* There is also need to thread activities around ya &etivity of each
module.

* Someabakwezelmay still be operating in the traditional mode awdne
writers may be lacking in this approach.

* There is need to extend the M.Ed in the workbooks.
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* Workbooks should be the engine for practical atéigi (Mid-affirmation
Review Meeting. 13 October 2004 — Data Set 3)

From the above summary, it would appear there wegjer problems with the

area of assignments. From participating in varipusgramme meetings, |

know that not all modules had specifically stipaththat there would be a
written assignment. The rest of the modules hadiraber of activities that

could be done in activity workbooks. It would appé¢hat the strategy for
assessing the academic side of things had not deefully thought through

well into the first year of the programme beingedlout. Some time in July
2004, the university demanded marks for ELMD stasland the students had
to be given written essay assignments to do in foadules. Furthermore,
following the experiences of the affirmation exseciand the concerns
expressed by the new Dean of the Faculty of Educatiat the academic side
of ELMD was weak, central programme staff decideat &ll the levels were

going to write examinations and that all were gotogwrite set essays of
varying lengths, according to level [ACE., PGCH:&(Hons) and M.Ed].

From the workbooks, it would appear that the pgudicts had too many
modules “pumped” into their work schedule in a $hspace of time. For
adult learners many of whom had not done systenaa@cemic work for a
long time this proved a bit too much to handle,eesily for the SGB

members as one admitted:

“My main problem with ELMD modules is English. Thesearch
Umthamowas translated into Xhosa, | understood very wellam
struggling with the English versiongAffirmation interviews.
Participant 4. 14 October 2004 — Data Set 3)

It was felt that those with relatively little acadie training should have some
of the load spread over time. For those who hgtstered for postgraduate
qualifications, especially the M.Eds., the feelings that they needed to be

given activities that are more academically demagpdi
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The problem of capturing and reporting on acadeseivelopment of ELMD
participants loomed as a concern during the fifi@n@ation meeting as the

summary the meeting below shows.

1. Affirmer 1: Observations/Concerns from Grahamstown:

* The journals, workbooks and portfolios were verypmo It would
appear the participants did not get much suppoomfrthe
abakwezeli

» However, it was clear that the activities that iwed social
mobilization were well done. It was evident thia¢ge participants
have built relationships with stakeholders.

* My concern was on qualification/accreditation.

* | am confident that these people have done a lovark in the
imithamo. However, in the financeimthanothere was minimal
evidence of what they had done.

» They appear to be taking it a bit slow in the fiomnmodule.
Admittedly they have had more time with other medulsince the
finance was only given this July.

* However, after visiting the school, it was evidéimat they had at
least done some work.

* In this programme there is more action.

* As an academic | need to see certain things predeémtan academic
way.

* There is need to see the minimum amount of workedimneach
umthamo

2. Affirmer 2:

* The programme is academic. The problem is quaggurance
standards which do not accommodate the ELMD approac

* The solution might be to document the ELMD actiesegarch
process and open it up for debate to acadeRiraal affirmation
Review Meeting. 16 October 2004 — Data Set.3)

My reading of the above concerns and observatisnsvo-fold. The first

concerns the way “academic” is defined and measutadthe conventional
system, it is defined and measured according tutstg bodies and their
Standard Generating Bodies of different disciplinemd areas of
specialization. From the conversation at the mgetif 16 October, it can be
seen that there are two positions concerning thegoay “academic”. One
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appears to relate to the conventional understangimbe the later appears to
recognize that even outside of the conventionalyinéd standards, it is
possible to recognize academic performance. My owmclusion, as | sat
through the participants' oral presentations atehimewed some of them, was
that, indeed, the content and manner in which these coming across could
be described as academic. What | mean is thatd&uof them, in their own
mother tongue, Xhosa, were abledscribe analyzeandevaluatethe subject
matter in modules. In academia these are someeddkKills that any learning
programme seeks to develop. What these partigpéatk is perhaps
conventionally defined academic writing skills indgtish.

Herein lies my second reading concerning the wamyund the academic
thrust of the programme. In this regard, | agréé& Wffirmer 2’s contention
that part of the problem lies in the fact that therent quality assurance
standards do not accommodate oral assessment @d¢raizadevelopment in
the way the ELMD exercise did. In South Africae tbonventional wisdom
concerning what is academic and how it should begeized and rewarded is
encapsulated in the definitions of the SGB as Wl Norms and Standards
for Educators. | pick up this issue in the nextpthg as it relates to what
constitutes competencies for leadership developmbht conclusion for the
moment is that the ELMD has to ensure that it mesmswp to what the
statutory bodies define as academic. The ELMD oaty change the
definitions by participating in the debate with thieler academic community
as well as the statutory bodies.

5.8 Conclusion

This chapter started by presenting and discussiata dn leadership
dispositions and capacities consistent with thesgestive | adopted of
collaborative distributed leadership. While thenpée of ELMD participants
who completed the questionnaires showed a highedegir disposition to this
type of leadership, the same respondents did rw st much confidence in

this type of leadership capacity in their organa@a. This finding seems to
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suggest that there was some space for the ELMDeveldp that leadership
capacity. In pursuance of the core research aquesfihow such leadership
is developed! explored the content and process of the program With
these in mind | then moved on to examine what exddehere was, through
various moments during the delivery of the progran(meetings, block
sessions and affirmation exercise), to answer thestipn. In exploring the
second core research questidmw, through this mode of leadership
development,were leaders developed to become catalysts for ghanh
examined transformations that had taken place skHidelD intervention.
With regard to the first question, the data shoat there was a high degree of
teamwork and networking with other stakeholdersiga of collaboration and
building of a knowledge ecosystem. As far as tkeosd question is
concerned, all people interviewed and schools edsindicated that some
transformations had taken place since ELMD intetieen In order to
crystallize my understanding of the results as gorestd in the data in this
chapter, | will re-visit the findings in terms did two strands of issues that

faced the ELMD in the next chapter.
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CHAPTER 6:

Discussion of Findings

6.1 Introduction

In the last chapter, | presented data that giveesaeas on how to do
leadership preparation and development work as rallpaand mutually
reinforcing endeavour. In this chapter, | hightigbrosscutting issues
associated with this initiative with a view to diag key learning and
debating points as well as questions for furtheeaech. The discussion is
divided into two strands. The first strand deaithywrogramme design issues
and the second focuses on issues of what promotesanstrains change and

the role that educational leadership can play.

6.2 Programme Design Issues
From the outset, ELMD set out to do something d#fe that would
contribute to knowledge on how to do developmembugh educational

leadership preparation. As the proposal states:

the ELMD will yield new developing-world theoredil
perspectives that will add to the cumulative globaéalth of
knowledge around effective approaches to doing atitut
development and mobilization at local levels. Oaie our key
intentions is to share our evolving experience wsikter SADC
countries as we pilot the initiative (ELMD Versio® Proposal:
February 2002, p 1 in Appendix 1).

Two points can be highlighted from this motivatmithe ELMD. One is that
it seeks to shift the paradigm in leadership dgwalent from one that has
traditionally relied on Western models, as discdsseChapter 2, to one that
interrogates those models and hopefully develojsl tworld alternatives.
The second is that the whole pilot programme isaaning exercise designed
to generate new knowledge. This means that the [EMMS being rolled out
as a kind of action-research experience where idleas conceptualized, tried

in practice and adjusted, changed or modified assttuation dictated. This
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fact is borne out in the data presentation in Gérapt covering just over a

year of implementation.

6.2.1 Pioneering an Alternative Way of Doing Devefament
through Leadership Preparation

Concerning the attempt to develop a new paradifroam be said that the
programme has been characterized by designers laasveommentators as
innovativé®. Apart from various testimonies attesting to tfist, the very
composition of cohort 1 participants (this chappage 137)testifies to what
commentators from universities as far afield asUhéed States of America,
and including some African universities, have satiat the ELMD is doing
is something unique. They have acknowledged tbatmiversity has tried to
create a programme and course materials to accoatmakdferent levels of
learners, some of whom “do not have matric, whileecs in the same team
have already completed graduate and even postafeadmiversity degrees”
(Eastern Cape Department of Education, UndatedE&)m this point of view,
it could be said that the ELMD has something totcbute to the world
concerning educational leadership development.oBeflaiming a paradigm
shift, however, the ELMD still faced a number ofitnges. These relate to

the ELMD establishing convincingly what it was offeg to its participants.

6.2.2 Knowledge for Development or for a University
Quialification?

When people enroll on a university programme, tfgumption and, indeed,
the reality is that they want to obtain a paperlijoation. Yet the ELMD
project designers came up with the idea that whas$ weally needed for
educational and social development in the Eastepe@nd South Africa was
not another set of qualifications in educationabiershipper se They argued
that:

20 ELMD Proposal Version 6, pagel and ELMD participant testies presented in Chapter
5 as well as anecdotal comments from partner institutidrishave visited the programme as
co-facilitators and module writers. The collaborators inclDdkfornia State University, in
the USA, Africa University in Zimbabwe, University ofdirskei and Rhodes University as
well as the Eastern Cape Department of Education
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The ELMD, while primarily aimed at a practical déygment impact
on schools and communities, will also lead to ageanf accredited
awards — from functional literacy & competency dedtes for
participants who enter the programme illiterateqiasters degrees for
educators and officials who come in with first dsgg (ELMD Version
6 Proposal: February 2002, p 1 Appendix 1).

Rolling out the ELMD programme based on this lirfettonking has given
prominence to the second issue. As seen fromhibeeaquote, it concerns the
notion that the primary aim of enrolling on the EDMs not the qualification
that one gets out of it but, rather, the leadershifis and competencies as
well as their practical application in bringing aibahange in schools and
communities. Practical reality, as the programmnes Wweing implemented

indicated that there were some constraints to this.

While the designers of the ELMD were concerned ushpthe development
agenda, the same cannot be necessarily said wgardeto cohort 1's

motivation to enroll on the ELMD programme. Wheaseéline interviewers
asked in what areas prospective participants netdedng, for the District

officials and SMT members, the reasons were mainbfessional. At least
three SGB members mentioned “to develop the sch{@ata Set 1a). By and
large, however, anecdotal as well as explicitlytesteevidence from ELMD
participants shows that obtaining a qualificatiorasy in fact, the key
motivating factor for most, including SGB memberksoadid not qualify for

traditional university entrance. The following peatation from Fort Beaufort

District SGB representative is telling:

The ELMD unlocked the doors for us as far as sclyosernance is
concerned...there are problems we encounter like][d@me SGB
members are not serious about the programme, et as a waste of
time because we don’'t know what is in store for wsike the
educators who get remuneration and higher quadiifica (Fort
Beaufort SGB presentation 12 — 16 July 2004: Blockession 4 in
Appendix 14)

One point is clear from the SGB presentation: fiersonal development in

terms of acquiring a qualification is one of they kaotivators. Perhaps two
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implications can be deduced from this point. Osehat universities are
traditionally seen as qualification awarding ingidns rather that
development oriented. The other is that for supler@eption to change there
is need to transform both the individuals who hbleim and the wider societal
factors which perpetuate them. A case in pointhiss NQF purposes for
various qualifications (see page 139Yhe section below on agency and
structure deals with this issue in greater detBir now, we need to consider

the third issue.

6.2.3 What Competencies for Educational Leadership
Development?

Related to the debate concerning what is the miativefor enrolling at a
university is the underlying question of what comepeies a university
leadership development programme such as the EMhéuld seek to
develop. The ELMD has grappled with the issue ampetencies for a
considerable time. In the end, they came up wisletaof five, as outlined in
Chapter 5, (p.164). These emerged within the comtiethe bi-polar thrust of
the programme, one development oriented, the oltademically orientated.
As the programme unfolded, there was increasingidarbetween these two
thrusts sitting side by side. One school of thaugithin those closely
associated with the programme, argued that a uwiiyers an academic
institution that must pursue academic excellendedeed, this thinking is
buttressed by current thinking on the new policy ligher education
qualification framework. In similar vein, Janse2004) has argued that “a
university ceases to exist when the intellectuajgmt no longer defines its
identity” (Daily Dispatch, 24 November 2004). Faeuch academics,

development oriented education must be left to NGOs

The other school of thought argues that a modeivetsity cannot afford to
be an ivory tower that pursues academic progranthegsdo not address the
immediate development needs of a society in whicls ilocated. The

promoters of development cite the University of tFdare’s own mission
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statement which clearly situates the universitdewelopment mode which is
“...to provide an attractive and enriching educatl@sevice to its graduates
and scholars to become meaningful and criticai@peants in the social, [and]
economic...development of society” (SP2006"2) Perhaps through these
debates and attempts to meet both demands, the Ehigbt come up with a

“third way” which combines both.

The National Department of Education’s report a¢ frechnical Committee
on Norms and Standards for Educators grapples issties of competencies
in great detail and recommends norms and standlaréslucators. The report
defines educators broadly

...to encompass all those practitioners who are @iathe schooling
system including: teachers in the classroom, hedddepartments,
deputy-principals, principals, education developtmaficers, district
and regional managers and system managers (Departioe
Education 1998, p 1).

This definition includes all ELMD participants, déuding SGBs. This
therefore, means that in defining competencieshferELMD, there is a need
to interrogate those presented in the Norms andd8tds for Educators and
learn from and/or contribute to alternative undewdings. The Norms and
Standards comes up with the notion of applied cdemmées for educators
which integrate professional/reflective, occupational/practical and
academic/foundationalompetencies as shown in (Appendix 15)

One way of looking at the five ELMD competencies gisen in the

assessment criteria (see previous chapter) isthiathey cover all the three
sets of competencies shown in the Norms and Stded@haracterization.
When the ELMD proposal stated that the primary aias developmental, it
can be argued that they were focusing on the oticuad/practical aspect
which, as some would argue, is not for a universiy Fort Hare. The other

way to look at it is that the occupational/pradticannot be separated from

%L See University of Fort Hare Strategic Plan 2000 abriggesion.
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the academic/foundational aspect as well as theegsmnal/reflexive. The
Norms and Standards does make the point that a etemipeducator is one

who integrates all of these. This is a point faMD to debate.

6.2.4 How are Educational Leadership Competencies be
Assessed?

Closely related to the issue of what competendedetelop is another which
relates to how chosen competencies are to be asgsesBor traditional
academic programmes, there are established wakisasuexaminations, tests
and others. For a development oriented approaatisaussed in Chapter 5, it
was felt that the assessment should move away fegmiring candidates to
demonstrate academic knowledge, but rather, to dstrade their
competencies in bringing about change for the hetiewill be recalled how
those who argued for abandoning traditional acadessessment procedures
were even calling for a new term, called affirmatiowhatever ELMD does,
however, has to meet the reality of quality assteamperatives as defined
by the HEQC and be in line with provisions of theu African
Qualification Authority (SAQA).

The bigger issue concerning what to assess anddmassess it relates to the
notions of quality and quality assurance. Althodubgl notion of quality is
highly contested, with no agreement on what it ,me@ome writers have
commented that “there is such a thing called qualitt as soon as you try to
define it, something goes haywire. You can’t do (Bchubert 1993:1). It
seems quality is easy to recognize but difficultd&scribe. Thé&ramework
for Institutional Auditsunderstands quality as “fithess for purpose, vétue
money, and individual and social transformatiorhwitan overarching fitness
of purpose framework” (CHE 2004: 5). The implicatibere is that if the
purpose of ELMD is developmental then the qualityh® programme must
be judged in terms of Fort Hare’s mission and goétsother words, to fit the
bi-polar purposes of the ELMD as depicted in Figbrg, the quality of the
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programme must be assured by assessing the congetammies as well as

actions in developmental themes.

Competence as...

* Leader

* Researcher

» Reflective Practitioner

Training in Leadership »|{ * Change Agent &
Advocate

* Team Participant

Developmental Action

on...

Team & Community

Practical Development Activities: Profiling

» Social Mobilization

* Plan Preparation &
Plan Implementation

Figure 6.1: Bi-polar purposes of the ELMD Programme

The assessment and affirmation exercise was amg@tt® quality assure the

programme in the sense described above.

On the other hand, NQF new policy descriptions bé tpurposes of
gualifications for which ELMD participants have ehed (see page 139), do
not appear to accommodate the developmental aspattie time of writing
this study, the ELMD had provisional accreditatitor the qualifications
offered by the programme. The reality of the ditrais that unless the
HEQC academically oriented criteria change to li¢ fpurpose of ELMD
developmental criteria, or the ELMD abandons thesttgpmental strand, then
full accreditation of the qualifications may bejeopardy. Since the debate
between the academic and practical aspects of grgorone or qualification
cannot be exhausted here, it is recommended thMCEEkxperiences be

systematically documented and opened up for acadeemate.

| now turn to the second strand of issues raisethisystudy, that concerning

change and change agentry.
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6.3 Change and Change Agentry

To deliberate on leadership development and satiahge as | have been
attempting to do in this study is to engage in¢bmplex debate concerning
the interplay between structure and agency. TheMIELleadership
development strategy places a premium on colledtdaening and action.
From the ELMD concept and its practical manifestain the roll out plan, as
well as testimonies from cohort 1, corroborated \Wlyat assessors and
affirmers observed, the buzzwords aeam, communityand stakeholder
networks Furthermore, the evolution of leadership conioegt (see Chapter
2 pp 32, 40 and 4Ye-emphasize individual characteristics such ateleship
style and charisma and stress networking, colldlmoraand sharing in the
work of leadership. These perspectives make onadero where the
individual is in all these structural relationshipdndeed the affirmation
review meeting did express this difficulty indirlgctwhen one affirmer
commented thatindividual participation “was a tricky phenomenon to
identify” (Mid-affirmation Review Meeting. 13 Octeb 2004). Related to
this issue is the question regarding the extentwtoch the ELMD is

developing each individual leader.

This section is an attempt to “fish” the individualt of this structural maze
and examine how his/her training is influenced tycture and in turn how
the individual changes the structure. | vieteuctureas constituting wider
societal relationships as well as what Sergiovaated the systemsworld of
organizations (Chapter 2, page 22). | will argbattit is in seeking the
interplay between the structure and the indivicagent that the prospects of
change through an intervention such as that emsibag the ELMD
programme can be explored. First, however, it ngdrtant to revisit
educational and social change with a view to dguetp a shared

understanding.
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6.3.1 Understanding Educational and Social Change

The ELMD is a programme that has as its stated querpto develop

leadership with a capacity to act as a catapulttremsform schools,

communities, districts, and eventually societyaagié. In Chapter 2, | argued
that the intention of post-apartheid governmenticpes is to transform

education and society. In Chapters 1 and 2, lirmdlthe global context of
doing social change through education. A key idedhat context is a

growing worldwide realization that there is often anexplained schism
between what educational policies state or mandatg the realities of
implementation. In South Africa, widespread reskegiICEPD 2000; CEPD
2001; CEPD 2002; CEPD 2003; Jansen and Jonathadl; 2@otala and

Pampallis 2001; Fleisch 2002; among others) alwshthat enactment of
policies does not automatically translate into gesnenvisaged by the policy.
The question has to do with how we explain the @apveen what is

mandated and what is practised. In educationgtiestion is often framed in
terms of linking theory with practice, that is tays is has to do with

examining the extent to which what is taught shdaddseen to have practical
expression. The ELMD’s assessment and affirmatibfive competencies
sought to identify evidence of how change in p#déots, as a result of
ELMD participation, had led to changes in aspettsducation delivery and
community life. In order to recognize change and-ohange, however, there

is need to use a heuristic framework.

6.3.2 Educational Change as a Continuum

As seen in the data in the previous chapter, edunzdtand social change is
multi-faceted. Often interventions which seek tingrabout change do not
have a tool for assessing the many dimensions afigdn It can be argued

that change can be understood as a continuum agetem Figure 6.2.

In Figure 6.2, change can be seen along a fiveestagtinuum, from the
legally sanctioned apartheid schooling system, Wwigntrenched inequality,

through symbolic, analytical, structural and transfative change. The figure

192



is presented for analytical purposes to make thatpbat the education
policies and other interventions that have beerldged will be implemented

and impact on the system along a continuum of olhangt any one time
implementation or an aspect of implementation mayspmbolic, analytic,
structural or transformative, depending on foraas power dynamics that are
at play at the time. In real life it may be difflcto compartmentalize change
in such a neat fashion. Implementation, in practinay straddle more than

one stage. The usefulness of Figure 6.2 as adtoassessing change or non-

change in the schooling system, however, lies enfiitt that what might be

recognized as change in one setting and perspeufiye merely be symbolic

in the eyes of another. Yet, in actual fact, wivenen intervention has been

undertaken, for example in the districts in whible ELMD is operating, it

can be argued that change has in fact taken plalteough that change may

not be at stage 5, change has nonetheless takan Bat perhaps, the basic

Figure 6.2: Continuum of Change in the Schoolingystem (Adapted from
Karlsson 2001; Kass and Szabo 2004)

Exclusive, Inclusive,
privilege for equity,
the few access,

quality
Apartheid Post-apartheid
Schooling Schooling
System System
Apartheid Symbolic Change | Analytic Change Structural Change Transformative
Stage 1 Stage 2 Stage 3 Stage 4 Change

Stage 5
Legally Policies in place to | Actors desire to Actors develop new | Actors in the
sanctioned change inequality eliminate inequality | policies and models | schooling
physical (Jansen 2001). while mindset of practice for an system reflect
separation. Actors in the governed by inclusive equitable | contributions

schooling system
see themselves as

dominant discoursesg
which may be at the

schooling system.
Build a new culture

and interests of
diverse

committed to stage of symbolic of teaching and cultural and
governance, school | change (see section| learning. economic
admission policies, | below). groups.

etc., while cultures Commitment

of privilege and
paternalism remain
intact (e.g. some ex-
model C Schools)
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change that post-apartheid educational policiek segansformative change.
The section below explores how such change can déeved through

identifying and explaining factors at play in thgess of change.

6.3.3 Change Agents and Exercise of Agency in Edummal
Leadership

The final ELMD proposal envisaged leadership ascadpult” for change

(Dladla and Moyo 2002: 4). This places leadershifhin social action, as an
agent for change. Indeed the five core competsrib@ the ELMD seeks to
develop speak to producing change agents. Thaglkee case, it is one thing
to be called a change agent and quite anotherttmlgcexercise agency. |
now examine what exercise of agency entails aswiit promotes and what

constrains it.

Sen (1999:19) defines an agent of change as “saegnetwo acts and brings
about change, and whose achievements can be judgéefms of [that
person’s] own values and objectives”. Implicittivis definition is the idea of
freedom to act in a manner one chooses. The contégedom is central to
Sen’s notion of exercise of agency. An individea¢ording to Sen, exercises
agency when he or she takes part in various aeswvitirectly or indirectly to
bring about desired changes in the economic, sacidlpolitical spheres of
life. Often, however, freedom to act is constrdibg a variety of factors that
Sen describes asmfreedomglbid. p. 15), which comprise a number of social
and economic vulnerabilities, such as famine, ntabmn, lack of basic
health care and functional education. In post-1884ith Africa, education
policies focusing on equity and redress, accessqaatity were designed to
create an enabling framework for the exercise @hayg in bringing about
educational change within the schooling systemthénELMD the strategy to
bring in actors at different levels of the schoglisystem through team and
community work were in one sense designed to edteinstructural
unfreedoms created by hierarchical social relatigpgss The idea is that this

helps create structural enablers.
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6.4 Structural Enablers and Constraints in the Execise of
Leadership Agency

Exercise of agency in the schooling system, asied@bove, is enabled and
constrained by a number of factors. | will illegt this by exploring the
interplay between agency and structure. | deah wituctural enablers and
structural constraining factors separately. Thpasgtion, however, is for
analytical purposes only. In real-life the interploverlaps, that is, within the
enabling factors there are always disabling factmspeting for space as
well. What influences actions and outcomes at ang moment in time
depends on a number of other related factors,east lof which is power, as

will be seen below.

6.4.1 Structural Enablers

The ELMD’s knowledge ecology model (see page 7pr@gch to leadership
development is a structural arrangement in which #tosystem, as a
structure, is seen to create enabling conditionscétiective action. Within

this, three kinds of structural enablers can batiled as embedded in the
design of the programme. These are team, commuamty social class.
Although social class is not directly addressedhia programme, it can be

argued that South Africa is a class society asheilseen below.

a) Team

One of the key pillars of the ELMD strategy is tebmlding and teamwork,
as seen in the previous chapters. Emphasis onstémaralso one of the
national government’s strategies for transformicto®ls. In the area of
school leadership and management, the idea of nranagth teams has long
been a feature of the post-apartheid educationaypoThe Department of
Education’s five-year Implementation Plan fdrrisano, for example
expected that all schools should “have manageneambg that demonstrate a

commitment to the development of a schddl”.The call was for shared

22 See Implementation Plan for Tirisano January 2000 — Deze?(l94 (p. 8).
http://education.pwv.gov.za/content/tirisano/6.htm (accessediglist 2004)
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leadership as well as collective management ostheol through a structure
called the School Management Team (SMT). The qunoé an SMT is
based first on the idea that the structural arrangge of collective
management gives each participating member a chareeercise agency and
to develop expertise by working collaboratively. ecnd, collaborative
management has the potential to move the schotdmyaway from inherited
hierarchical management structures which, as Mcaerargued (see Chapter
2 p.35), characterized paradigm 1 under the apdrtbducation system.
Thirdly, teams are an important structure for lgagrand sharing knowledge
(see Chapter 3 p 85). The data from the first yédfLMD implementation
support this contention (see Chapter 5 p 172). tlk@se reasons, | argue that

teams and teamwork are a structural enabler foexbecise of agency.

b) Community

The idea of “community” is another key structuralabler in the ELMD
design. It was seen in Chapter 3 that communitg a@other structure for
social learning and knowledge sharing (see Ch&ppeB7) This was seen in
the data (Chapter 5), where communities which vpeeeiously not involved
in school activities were increasingly being draswwards school life (pages
174 - 176). The idea of schools becoming “centteommunity life”
(Tirisano Planibid. p.7) is another way in which the National Deparitnef

Education sees this structure as an enabler.

Although there may be different interpretationstiodé term “community”, |
am using it here in three senses. One is thagdurcation,communityhas
been used to describe a grouping comprising thecipal, educators and
learners as members of the school community. $kdba term has also been
used to refer to people who live within the vigindf the school, who send
their children to the school. In the Eastern Capgreat deal of effort has

gone into encouraging school and community intégn&® Third, | use it in

% See SCIPP Brochuf@rowing Together: Our Schools, Our Community, Our i@ou
DFID; ARCADIS, Eastern Cape Department of Education ImbEraject.
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the sense discussed in Chapter 3, drawing on Weng&®98) idea of

community of practice.

For Wenger, communities of practice are places whseople develop,
negotiate and share knowledge. In other wordsyimhabls exercise agency
within an enabling structural context of a commynaf practice. When
applied to education, it is conceivable that ppats and educators as well as
members of the SMT, can form communities of practiwough clustering of
schools or through some interest in a particulariimg area. Wenger’s idea
of community of practice is further defined by mefiece to a group of people
who share a common concern, set of problems oigrasbout a topic and
who deepen their knowledge and expertise in thes doy interacting on an
ongoing basis. In the schooling system, for exampbcus groups on
language and literacy education could be formedsisting of educators,
district subject specialists and academics inagyriinstitutions.

In all the ELMD deliberations during the first yeafrimplementation and the
reported experiences of the first cohort, the ioeeommunity of practice had
not yet surfaced. Perhaps this may one of thoseepis whose practical
expressions are yet to be seen in the Eastern CHpen the other hand,
communities of practice develop out of the ELMD maggeh, then it will be
interesting to see what forms they take and whay thight add to Wenger’s
conceptualization. These gquestions notwithstandimogvever it is viewed,

community is a structural enabler for the exeroisagency.

c) Social Class

The third category, social class, is another stmattenabler. Theorization
around collective action in the form of social sldms been well documented
in the past (Althusser 1971; Gramsci 1971; Luxemybl®86%* Poulantzas
1972). From these sources, it can be argued tlebbthe defining features

of social class is the class actor’s position ie tmeans of production

% See CIiff, T. (1986) “Party and Class”. Rosa Luxemburd-ondon: Bookmarks. (pp. 41—
54).
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(including knowledge production) (Bernstein 199%)veell as interests in the
control of those means. At the risk of over-sirfytig the complexities of the

concept of social class, my interest in class #ricted to identifying and

understanding how different agents of change natgotiand position

themselves in the exercise of agency through estagcpower of one kind or
another. Within the South African schooling systémdividuals acting under

the auspices of teachers unions have, for exanm@en able to exercise
agency with considerable consequences for policplamentation and

practice. To introduce an innovative programmehsag the ELMD, teacher
unions had to be consulted. In fact, | recall gty brainstorming meetings
about the ELMD were attended by representativeteather unions. The
point here is that these unions can exercise t¢oepower to promote or
oppose any initiative that affects their membdrsother words, they are in a
position to exercise collective agency. Anothempto mention is that the
collective transformative spirit that has been gatezl in ELMD schools may
additionally and strategically enlist the weight tefacher unions or other
class-based organizations to remove the unfreedowerds achieving what

they want.

6.4.2 Structural Constraints

While the existence of certain structures may ereatabling conditions for
exercise of agency, sight should not be lost offtdw that any structure or
system exists in terms of power dynamics. Theonotif power is central in
critical social science theorizing, including anabssis of change in the
schooling system.In my own perspective of things, which draws heawih
interpretive and critical science paradigms (seep®dr 4 p 110)] have
identified power as one of the key variables t@fdressed in any analysis of

social action.

Relating this line of thinking to the experienceparted about the ELMD’s
one year of operation, it is important to seek aleustanding of power

dynamics, as it helps us recognize and unpack aeuwnf assumptions that

198



may lie behind certain leadership behaviours. |doamay assist in

recognizing where in the continuum of change (sie®IrE 6.2) a particular

action can be placed or understood. To view p@sgvervasive is also to say
that all our social practice is entrapped in podgramics. To appreciate how
power works | draw on Foucault’'s conception. A coom perception is that

power always flows in a single direction, from tmpbottom, and emanates
from a specific source, such as the state, thegutiass and so on. For
Foucault, power does not function like that. lasteit circulates and is never
monopolized at the centre (Hall 2001:7According to this view, we are all
caught up in its circulation. Power relationshigise on a structural form that

operates at every site of social life.

The implication for educational change here is #abrs at all levels of the
schooling system, national, provincial, distriathgol and community, are at
one and the same time constrained by power thagmntthem from all

directions. At the same time, they have the pa@ktd exercise what power is
at their disposal. A related point is that powsrnot only negative and
repressive; it can also be productive. While nggapower can be seen as
constraining, productive power is transformativethe sense that it can be
used to bring about desired change. Structurablersa such as SMTs,
communities of practice and social class empowesntsg of change to

exercise agency.

To gain a deeper understanding of how power warkbe schooling system,
it is necessary to distinguish among three typepoover. | begin with the
type that Foucault is referring tdjscursive powerwhich is everywhere |

will then consider two other typesriteria power and operational power,

which work at various levels of the system.

a) Discursive Power
There are many definitions of discourse. | wilboke one that is consistent

with my perspective. Foucault saw discourse asyatem of representation”
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(Hall 2001: 72), as a group of statements that ideoa language for talking
about or a way of representing the knowledge al@ouytarticular topic.
Transformation, development, collaboration, teamwatademic excellence,
high quality researchetc. are discourses that have characterized tigeidaye
of ELMD, for example. These discourses denotead@eactices (see Wenger
in Chapter 3 p 84) in the sense that they compsisectural as well as
individual elements of social action. From a disse analysis perspective, it
is argued that every social practice hasemioticelement, that is, ways of
analyzing language and meaning. Semiosis incltiaésorms of meaning
making — visual images, body language, as wellaaguage” (Fairclough
2001:122). On the one hand the structural semastpects of terms used in
policies of educational transformation and the ELIsi prior to all actors in
the schooling system, including ELMD participant3ansen (2001:276) has
shown, for example, that post-1994 education pegich South Africa have
drawn very heavily on international consultantgrfroountries like “Australia,
the United Kingdom, the United States, New Zealand others”. In this
sense, it can be argued that it is possible tetwmicere the discourses that
characterize debate about educational change andgfégrmation came from.
On the other handjominantdiscoursegprovide the opportunity for change
agents within the schooling system to engage wigimtas they negotiate their
meanings. However, Wenger (1998) warns that natymi of meaning

within a social practice includes the proceseedfcation.

For Wenger, reification is the process of “givirgrh to our experience by
producing objects that congeal this experience ‘thiogness™ (bid. p. 58).
By doing this we create points around which theotiatjon of meaning
becomes organized. In other words, phrases suchaakigh level of
theoretical engagement and intellectual independe(see Chapter 5 p 139),
become points of focus around which debate abeuatiademic standing of a
programme is judged and understood. Reificationatso apply to notions of
change and transformation. Herein lies discurpweer, that is, the ability to
shift attention away from the way social life igpexienced in various settings
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towards dominant discourses. If agency is conckmih the subjective
capability and capacity to exercise choice, as &gued, then discursive
power can be seen to be constraining us, throwsglodises and the process of

reification.

b) Criteria Power

Another type of power is what Simkins (2003:217lfscariteria power. For
Simkins, criteria power is “concerned with determgn purposes and
frameworks relating to ‘what’ and ‘why’ of serviggovision”. This means
that those educational stakeholders who have thi$ & power define the
aims and purposes of an educational service. sltdhdo with systems design,
formulating policy, legislation and other instruntedities. While Sergiovanni
(see page 22argued that instrumentalities on their own canrraotgoabout
change, they have the power to set the agendaatifiglthis to the EMLD,
those who design the curriculum, for example, daeitee what is to be taught.
ELMD participants joined the programme and founel ¢arriculum, in terms

of modules to be taught, already decided.

At another level, the HEQC, NQF as well as the &arls Generating Bodies
of a field of study exercise criteria power wheaytlidecide what the purposes
of a qualification shall be. In the first yeariofplementation, the ELMD, as
discussed in Chapter 5, was already experiencingg smnstraints in pursuing
the developmental thrust because they had to comiplythe definitions of
purposes of the qualifications to satisfy CHQCesi#. This, among other
things, means that the participants’ energies ar@ging agency to transform
their schools and communities have to be dividetvéen those actions
channeled towards social developmental actionstlanse that are aimed at

actions to assist them obtain a university quatfan.

c) Operational Power
This type of power, according to Simkirbi¢l.), has to do with the “how” of

education service delivery. How something is dbtudone does not
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necessarily coincide with what the designers of slgstem envisage. In
Chapter 3 (p. 75), | drew on the work of a numbawiters who argued that
what actually gets done depends less on expli@in bn implicit knowledge.

If this point is true, it in a sense gives consaide power to the recipients of
criteria power to exercise agency, while it putsistoaints on the systems
designers to achieve what they envisage.

A case in point is one school team report in LibMiga (see Data Set 3),
that they had started consulting traditional leader guidance on certain
community related issues. Perhaps they had relatliweg textbook knowledge
of leadership could not suffice in dealing with Bxday problems. This point
should be read in conjunction with the ideas froaviNs (see Chapter 3 p 80)
who spoke of a four-polar model of applicability datransferability of

knowledge, ranging from local to global and fronegmammable to unique.
The argument here is that there are operationabstnts to what any

programme can teach, and thus the agency envisaigéd not materialize.

6.5 Locating Leadership Agency within the Social Qatinua of
the Change

As seen in the foregoing section, there is alwagsraplex interplay between
structural factors and individual actions. Ind@esumber of writers (Giddens
1984; Noble 2000; Evans 2002, among others) hasegrezed the need to
consider both structural influences and individuass actors who exercise
agency. For Giddens, the interdependence betwetmnaand structure is
temporal and suggests that change is always impficsocial interaction

because every process of action is a new prodyaitmough in the context
of what has gone before (Ross 1991). Whereawidng may explain change
that comes about incidentally and unintentionadiyher theorists focus on an
exercise of agency that brings about change thdioth intentional and

deliberate.
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The actions of change agents in schooling and EL&4D be located and
understood in terms of where they are at any pdaticime and with regard to
a particular challenge within any of the three card. Using this schema, it
should be possible to examine and identify momewtsen various

stakeholders exercise agency to achieve changgeatify what the barriers
are to the exercise of agency. In other wordsroes@ of agency should be
explored in terms of how it “operates in the sodealdscape involving the
dynamics of multiple interlocking sociobiographic@urneys in a social

terrain” (Evans 2002:262—-264). Figure 6.3 shows tfos can be viewed:

Individualization
Social < >
Determinism

Internal \B External control
Control
Social Social conversion

reproduction

Figure 6.3: Locating Agency within a Social Contimum

The hypothetical situation shown in Figure 6.3 rafies to demonstrate
different positions and moments of exercise of agewhere in position “A”

the agent experiences an issue in terms of, fompba a given discourse
about educational change, or by team, communityooral class. However,
due to internal motivation, feelings of control dmelief that things could be
different (position “B”) moves on to position “C” were the agent actually
converts the discourse into something meaningfuiito or her in terms of
prevailing contexts. Examples of such positiongaken by trainee leaders
are presented in Chapter 5. It is also importarstdd that positions “A”, “B”

and “C” may depend on the social position of annagd change within a
society or schooling system and the ELMD. An SGBmhber may, for
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example, be unable to exercise agency in the reélariteria power of the
district office.

6.6 Conclusion

In this chapter, | have attempted to crystallizeungerstanding of the ELMD
in terms of two interrelated strands of issues.e @lates to the programme
epistemology and the other concerns change andyetegency. With regard
to the first set of issues, | argued that therelessons to be learned from the
ELMD experiment, which include how to build teamsat af previously
disparate actors whose power bases spanned vaenels of the schooling
system. With regard to the second strand, | ifledtistructural enablers as
well as structural constraints in the exercise gergy in educational

leadership.
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CHAPTER 7:

Summary, Conclusions and Recommendations

7.1 Introduction

This chapter reflects on the whole study by drawingether key ideas,
lessons and questions it has raised. It is dividedltwo main parts, the first
dealing with what each chapter covered and thenseoatlining what | have

concluded and recommended from this study.

7.2 Main Ideas from Each Chapter

The first chapter sets the context and focus ofsthey. It put forward two
core research questions, both of which sought ssvarhow the ELMD set

about doing what it purported to achieve. Thestineén grounded itself on a

two-part literature review of the field of educat#d leadership and change.

The first part of literature review, Chapter 2, kxpd conceptions of

leadership from its classical management ancestrgutrent debates about
collaborative and distributed leadership. The @wgl concepts on leadership
corresponded with changing formulations about omgdion theory which

can be traced from hierarchical to notions of gmseaucratic flat education
organizations. This trend has also been corrobdray researchers within the
South African schooling system. It is an emphasis which the post-

apartheid South African government’s transformatgenda is aimed. It is
an agenda concerned with using educational leagetsitreate changing or
learning education organizations. It was argued the kind of educational
leadership needed for that task is that which Iklborative and distributed.

Such leadership works on the basis of collectifergfand hence the need to
develop leadership capacity within an organizaind community rather than
individual leadership skills per ser. For susthility such leadership capacity

should be anchored on broad-bagediticipation in the work of leadership
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rather thanfollowership of stakeholders. The chapter ends by raising

implications for the development of such leadership

Building on the question of how collaborative andtributed leadership is
developed, part two of the literature review, inaPter 3, concentrates on
literature on the matter. It starts by exploringadership preparation
conventions in institutions of higher learning.offrthat, looks for a practical
case study by focusing on one educational leadersievelopment
programme the ELMD, which set out to model an iratwe stakeholder-
inclusive leadership preparation programme. Therdiure shows that the
ELMD approach was framed in terms of a knowledgesgstem consisting of
a number of stakeholders within the schooling systeom, district officials
to school and community levels. The assumptioniraethe functioning of
the ecosystem was that different kinds of knowledge be produced and
shared within and between various levels and pHrithe ecosystem. The
argument further goes that leadership knowledgeomaplex and cannot be
simply packaged and dished out for regurgitation fegipients in a
mechanical way. The applicability and transfeigbilof leadership
knowledge depends on a number of contexts andtisisathat can be
depicted by a four-polar continuum, along, glolmaldcal and programmable
to unique situations. Hence the need to go beyxmiicitly written book
knowledge towards encompassing culturally embedtigit knowledge.
Within this framework of leadership developmentge tbhapter ends by

outlining the ELMD programme philosophy and struetu

The next task was to carry out the actual empirnesg¢arch on the ELMD. To
do that, however, there was need to design the stlilis was the focus of in
Chapter 4, Methodology and Approach to Researdme chapter starts from
the philosophical foundations of research, coveregearch paradigms and
then going on to identify areas of overlap alongptogical, epistemological
and methodological dimensions of social researdfrom, that it draws

together cross-cutting issues that constitute thdtiparadigm approach on

206



which this study is designed. Based on the nadfithe research questions
that askhow and guided by canons of doing “good” researchedighed a
case study, focusing on the ELMD case. The cas#yswvas structured to
investigate two component aspects of the study: tbaceptual and
philosophical bases and the practical applicatmnthese. The chapter then
goes on to outline the actual methods of data cidle and justifies their
appropriateness for the data | was looking for, mosmng practice-based
observationinterviewandreview of programme documentas the study has
multiple sources of data, the chapter also addsebs®issue. Finally, it ends
with an ethical statement outlining my position agesearcher, given my

involvement in the ELMD.

Chapter 5 is presentation of data. In qualitatesearch, presentation goes
with some discussion as well. As there are mudtipburces of data, the
chapter starts by providing a map of finding ansaterthe research questions
so that the reader is guided through. The chdp&r goes on to present the
characteristics of the first cohort of ELMD, congang demographic aspects
as well as perceptions. From there, it covers dbetent and process of
ELMD. Once delivered, the content needs to besassk in line with the
imperatives of SAQA and the HEQC. Data pertainimthe twin thrust of the
programme, academic and developmental are preseftes chapter ends by

raising issues around assessment and affirmation.

The next, Chapter 6, attempts to draw togetheesfuom the whole study by
framing them with two strands of analysis. Thestfiset relating to
programme design issues, covering ELMD’s claim twdel a new paradigm
in leadership development, what participants’ nation in enrolling for
ELMD was, what competencies are to be assesseslifbr a programme and
how they should be assessed. The other strantbbfsés concentrates on the
notion of change and leadership change agentryloctites change agency
within the interplay between structural variablesd andividual capacity.

From that perspective, it identifies structural ldees and structural
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constraints to the exercise of individual and alle agency. The success of
the ELMD in using educational leadership to do ab@nd educational

transformation, then hinges on these issues.

This final, Chapter 7 is a summary and conclusidnsow end it by outlining

what | have concluded from this study.

7.3 Conclusions
From carrying out this study, | have drawn conduasi under three areas:
Conceptions of Educational Leadership, Leadershigpdtation Strategies,

and Leadership Change Agentry.

7.3.1 Conceptions of Educational Leadership
Educational leadership is an evolving concept tlattinues to be debated
locally and globally. In this study, | have notéé following:

» Leadership debates revolve around two main tradifiohe bureaucratic-
managerial and the emerging post-bureaucratic agtonal
perspectives.

* The literature shows a growing trend towards calfabve and distributed
leadership.

* Inclusive leadership orientation is consistent witl post-apartheid social
and educational transformation agenda.

* The ELMD programme conceives of educational leddpras greater than
principalship, as it involves a number of educatstekeholders. For this
reason, the programme can perhaps consider iselbraributing towards
re-inventing educational leadership.

7.3.2 Leadership Preparation

There is always a question as to whether trainmdeadership leads to
changes in leadership behaviour. Not much is knalwut the link between
leadership preparation and leadership action. Eh®&D attempted to

pioneer a training approach that links theory withctice aimed at bringing
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about real-life changes in schools and communitiesAround the
theory/practice debate, | have concluded as fotlows

» Leadership knowledge and skills are not always ailento packaging for
regurgitation in situations that demand leadersigijpons. This is because
each situation may be unique, requiring the aatouse embedded tacit
knowledge as the situation demands.

» Tacit knowledge can be tapped and used when |dadetsvelopment is
done within the framework of collective action suels team and
community.

 Some knowledge generated from the ELMD key acéisitivere being
shared between the ELMD participants as well adsebialders not in the
programme.

* Training people in teams shows signs of breakingidra of social
distance between people occupying different lewaisthe schooling
system.

* A programme such as the ELMD, which builds learnexperiences
around real-life challenges, motivates participaiatssee themselves as
change agents who begin to take actions to briogtgterceived change.

e The ELMD is an example of an educational leadergtgwelopment
programme that is driven by values of developmentpowerment and
social justice.

* The ELMD approach faced tensions between conveditiammd innovative
ways of leadership development. These were mostadan the areas of
assessment and accreditation of qualifications.

» The same tension, however, is reflected at natiéexal in the draft

qualifications for Educational management and lestdp.

7.3.3 Leadership Change Agentry
Leadership is often associated with change agewty it is often not
demonstrated whether those who are seen as chgegts actually exercise

agency. This is borne out by the fact that a nunddeinterventions for
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educational change in the Eastern Cape are uncadbedi and operating in
compartmentalized bits. It can be argued thatsh@vs lack of leadership or
exercise of leadership agency. An examinationtefdture on this issue, and
measured against the experiences of the first ge&LMD implementation

has led me to conclude that:

» The exercise of agency has to do with the capaaitgsolve the interplay
between the human agency and structural variables.

» There is collective and individual exercise of agenThe former can be
seen through the work of teams, and, the latteoutitn individual
initiative, as shown by the ELMD experience.

* In any exercise of agency, there are structurabkttamts and structural
enablers that the change agent has to understahdauigate their way

around.

7.4 Limitations Revisited

It will be recalled that in Chapter 4 | raised anier of potential to validity

during the process of data production. At the aasioh of the study | need to
return briefly to these issues, since they are para bigger challenge of
representation in qualitative research. The cemgale derives from my dual
role as participant researcher and leadership ¢énlucathe programme, and
the question to be addressed is how | guarded stgdistortions in the

responses. It is possible to argue that in anyitqtist research there will
“...always be a precarious relationship between apeeance and its
description...” (Churchill 2000: 44). This suggest®r example, that

respondents may find it difficult, or perhaps imgibte, accurately to describe
what it is they have experienced. However, it mhestremembered that ‘the
experience’ exists nowhere else but in the respustesubjective

consciousness, which can be accessed through inarratThe

phenomenological argument that lived-experienca daalways “true” since
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it is pre-reflective is a strong safeguard againgtat Churchill (bid.)

describes as potential “self-deception”.

The practice-based approach | followed in this wtaldo ensured that | was
able toseechanges in patterns of interaction among partidgpauring the
period of investigation, thus providing credibility the verbal responses on
which the conclusions of this study are based.

Against this background, | am now in a position n@ake the following

recommendations.

7.5 Recommendations
The recommendations arising out of this study aréwio sets. The one is
about future research and the other is about progerdevelopment.

7.5.1 For Future Research

There are three areas of future research that enfiengp this study.

The first is that there is some evidence in thislgtthat a programme like the
ELMD has the possibilities of drawing community édsstakeholders closer
to schools and for community learning to take plae®wever what remains
unknown is what the school and the community Iéeym that interaction as
well as how that learning takes place. A studyl@xpg these issues could

add to our understanding of transformation throedication.

The second relates to the issue of what is meafddagdemic’ — the move of
the SGB to create ‘professional’ qualifications ghiseeks to move away
from the ‘academic’ is an indication of lack of tfai or doubt. Perhaps
traditional academic qualifications are seen tbifarespect of bringing about
changed practice, a gap which the EMLD has receghand is attempting to
address. Nevertheless, the problem of how to gatishventional academic

requirements cannot be wished away or ignored.ekds at least to be
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signaled as an area that needs on-going debateesedrch. Verbal Xho%a
presentations of ELMD participants during the afi@tion exercise, which
comprised semi-literate old leaders of the comnyutaking the lead, were
richly descriptive, analytical and evaluative. eTproblem is that when these
qualities are demonstrated orally they are diffidol assess by traditional
written examination oriented means. The tensiotwéen community
transformation and leadership growth and acadentandards and
requirements is at the heart of this study, butdee® be more vigorously

interrogated.

The third area focuses on the untapped tacit anidedded knowledge in
schools and communities. Although the study did set out to study
indigenous knowledge systems, from the findingsreheeems to rich
reservoirs of indigenous knowing that are difficudt assess using CHE

criteria. This is another fruitful area for futuesearch.

7.5.2 For Programme Development
Three ideas can be considered for the future dpuetat of the ELMD or

other programmes of a similar nature.

ELMD has been rolled out as a pilot study. Thisangethat it should provide
learning points for consideration by ELMD practitess themselves as well as
other people who may be interested in creating ghasriented leadership
development programmes. In order to enhance legrntherefore, |

recommend that:

 ELMD Programme Coordinator and staff must docuntkatexperiences
that show successes and challenges of the pilgrgmme and how they

have been resolved.

% Xhosa is a local vernacular language that the participaesksp
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The participants, in order to raise their acadepnafile, should assist in
the documentation of the ELMD by undertaking caseliss of their own
schools and communities.

Debates concerning the assessment and affirma¢ied to be written and
published so that the academic community can paate in “redefining”

it for the twenty-first century (Broadfoot and Blkakbid.).
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