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Abstract

1994 was a watershed in the history of educationSauth Africa. The post-apartheid
government was faced with a large number of schibalswere dysfunctional, especially black
secondary schools in urban areas (Fleisch, 20@Hodls were in greater need of effective
leadership than ever before. Since the adventmbdeacy in South Africa in 1994, there have
been increasing demands on education leaders andgera School leaders have been toted
repeatedly in the media and literature as the kideid of change. Studying school leadership
is thus indeed an imperative, and the questiomswar is nowhetherbut how. This study
uses ethnographic techniques to explore ways ichwigiadership is experienced in a school
by individuals and groups through interactional reése Initial enquiries thrown up by this
include: What best practice models could be revefi@m a prolonged stay in the research
field? What new leadership vocabularies permeageettucational space and what do these
reveal about leadership practice? Given the palitithanges in South Africa, how has

leadership evolved?

This thesis presents an ethnographic portraitfahational school in South Africa and focuses
specifically on providing an analysis of how diss®) power and ethics are central to
individual subjectivities of school leaders and engers by addressing the following critical
research questions: (YWhat are the leadership discourses in a schoolrnggtf (i) How do
power and subjectivity play out within daily inteteons of the school management team
(SMT)?The concepts of surveillance, gaze, normalisatowl, discourses throw new light on
the discipline and practice of leadership and mamant, exposing their power relations’
pervasive effects in shaping the ethical decisiomsde. Without critical reflection and
attention to power relations, school managemenidoeasily become inward looking and give
inadequate attention to parents, learners and sthkeholders.

The thesis concludes by drawing out four signifidardings on the practice of leadership and
management: (i) discourses shed light on instiatigractices and the working of power; (ii)
building social capital is an essential part okefive leadership; (iii) in an organisation such

as the school, individuals are placed in a matfipawer relations; and (iv) schools advance



the concept of moral ecology through the subjetéisi and ethical actions of collective

leadership of the school and community.
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Chapter 1

Power and subjectivity in leadership and management

Stories need to be told, such as the fantastic gamahtion of fourteen different apartheid
education departments into one National Departnwétit Provincial counterparts. There
are the complex stories of the reallocation of sheinom richer to poorer schools and
between provinces, to begin to redress the hisbti@cklogs and inequalities (Bloch:
2009, p.9).

1.1 Introducing the argument

What is the story of leadership and managemenbuttSAfrica? This chapter sets the contextual
background for the study. This research study waleraken between 2005 and 2009 in a school
in KwaZulu-Natal, one of the nine provinces of So#ifrica. During the period of the research
South Africa went through a political leadershipsisr which led to the appointment of a new
president of the country and changes in cabinetisteirs and portfolios. The Ministry of
Education was split into higher and basic educatitth the appointment of a new minister in
each department. This crisis inadvertently affedterleadership space in all spheres of society
including education. South Africa’s education larajse faces great challenges. Schools are in
greater need of effective leadership than everrbefdince the advent of democracy in 1994, there
have been increasing demands on education leadensmianagers. Principals were required to be
more accountable especially with regards to fir@ntianagement of schools and were expected
to be involved in fund raising. The racial compiositof schools changed due to new legislation
(South African Schools Act (SASA), 1996) and thesjuired leadership skills to copnnnne with
different races and cultures. A new curriculum baea the outcomes-based education (OBE)
philosophy, introduced for the first time in 199ddarevised in 2002, rolled out slowly and
painfully. School matriculation pass rates remanaaceptably low and have been successively
declining since the introduction of the new OBErmulum with changes in methodological and
pedagogical approaches and learner assessmenhet®aperformance in Maths and Science,
benchmarked internationally, remains dismally a tiottom of the league (TIMMS, 2003).
School inspectors were not allowed into classroamthe 1980s and early 1990s. For the first

time in 1996, a new teacher appraisal system wesdinced and after many revisions thereafter is



now fully implemented. With the decentralisation eflucation provision in 1994, school
governing bodies (SGBs) became responsible fogtivernance of schools. Parents and learners,
particularly in public schools, did not have thendtional capabilities to carry out their role in
school governance. The role of parents and espededrners in school governance remains
problematic and stronger in theory than in pract®ehool principals have been toted repeatedly
in the media and literature as the key drivershainge. Studying school leadership in the present
climate is thus indeed an imperative, and the quesb answer is nawvhetherbut howto study

school leadership.

My motivation for the study of thehbw of leadership and management stems from my own
experiences of being an educator in the schoahiefdtudy for 22 years. Relationships, history,
tradition, context, philosophies, culture and eawment are all significant factors impacting on
the institution. Although it is not branded as afeSouth Africa’s dysfunctional schools, the
school is not unaffected by the massive changesuiriculum, governance and leadership that
have gone on since 1994. In the face of immensegeasa Bottery (1992,p.12) found that school
principals and their management teams “have fourat time for constructive educational
planning has diminished, and crisis managemenbbasme the norm. What is of most concern is
that school leaders' understandings of the espotgdads of schooling are being lost in the face of
having to deal with one crisis over another”(. Bssof school safety, sexual abuse of learners and
the impact of HIV and AIDS have received much cager in local and national papers. The
choices principals and their management teams fiaakeébeing guided not by values of schooling
but by measures of expedience born of the neeninolyssurvive crises” (Dempster, Freakly and

Parry, 1998,p.1). The school in the study has loeien by crisis management at most times.

It is not my intention to paint a bleak picture what is happening in a typical South African
school, but rather to use ethnographic techniqoesxplore how leadership is experienced by
individuals and groups in a school through inteomal! events. | was interested in finding out
more about what best practice models could be leddaom a prolonged stay in the research
field as the context and the ethnographic studydtl@sved. What new leadership vocabularies
permeate the educational space and what do thesal rebout leadership practice? Given the

political changes in South Africa, how has leadgr#m schools evolved?



The study explores the management team’s leaderskepin the choices being made when
decisions are taken. | was interested in authevnts and interactions that illuminate the lived
experiences of leadership by the principal and dusool management team (SMT). Power
influences interactions. Power is therefore thetreértheme that runs through this study, and
guestions around power are central to all chaptensanted to answer the following questions:
How are issues of power confronted and resolvetthenprocesses of interaction? How is power
exerted, expressed, described, covered up, orinegid in the social and communicative
interactions in the institution? What is the roletlbe various stakeholders? How is meaning
created through interactions in formal and informalationships made in the school during

different interactional events?

Organisations like schools cannot function withthe& exercise of control over their members.
How these controls are developed and maintainestgamnajor questions about the exercise of
power within organisations, and the legitimacy ledttpower. This study highlights the controls
that may appear through different individuals iffedent contexts by these individuals being at
the centre of power. How does the model of legitenpower help us to evaluate the way
organisational leaders (in the case of this stubdg- SMT) make decisions? Fairclough (1995)
alludes to a view of the exercise of power othantphysical domination. He maintains that since
school leaders have authority, this carries withpower that is “legitimate”, which can be used in
making daily decisions in management. Relationshijtis various stakeholders and the quality of
the relationship, therefore, become an integral plathe exercise of legitimate power. This view
is particularly relevant in South Africa after 19@4hen the governance of schools is in the hands
of the SGB.

This study makes no attempt to offer a comprehensliscussion on how leadership and
management in education have evolved in South @Afrinstead it focuses specifically on
providing an analysis of how discourse, power atiice are central to individual subjectivities
(see section 1.2) of school leaders and managdersill Ido this by addressing the following

guestions:



0] What are the leadership discourses in a schoahgett
(i) How does power and subjectivity play out withinlgdanteractions of the SMT?
* Who is at the centre of power in interactional ég@en
* What are the relations of power in interactionadreg?
* What are the various subject positions that the $AK€ on in power
relations?
* How is power negotiated and leveraged at varionres?
* Whose meanings and moralities count in an intevaeti
* How do relations of power and subjectivity influerethical decision

making?

The research study was undertaken in the schoalenwheork (Primrose Secondary Schdh

KwaZulu-Natal. Under the apartheid dispensation #itbool was classified as a House of
Delegates school that predominantly admitted Indgpapils, and employed Indian staff. The
school is peri-urban, well-resourced and admitsniets from diverse cultural, racial and ethnic
backgrounds. Learners admitted are from a variétgogio-economic backgrounds but largely
come from low-income and unemployed households. fBsearch participants are the school
principal (Indian-male), two deputy principals (awian male and an Indian female) and five
Indian Heads of Departments (four of whom are maleg SMT are key actors in the school as
they can strategically shape practices and thereutif the school. Therefore, the unit of analysis
in this study is the interactional events involvithg principal and/or SMT. In order to understand
the actions and interactions of individuals andugs in the school, one needs a firm

understanding of the decision makers and the ctnitexvhich decisions are made.

I have been an educator in the school for 22 yéarthe last decade | felt particularly excluded
from the upper management of the school. Altholghet are clearly defined hierarchies of power
within the leadership of the school, one normalig$ that solidarity with leadership is negotiated
on an individualised basis between different pedpléhe school. In the school, certain levél 1

! The name of the school in the study, other scheitésl and participants are pseudonyms to protemyamity.
Educators are classified according to levels inSbath African education system. Level 1 educaaoeson the
lowest rung, and primarily tasked with teachingvéle2 educators are subject heads of departmeet®l 3

4



educators were assigned the same status (infolnaalypper management. There is a perceived
distance between level 1 educators and all leveimianagement. Being in the school for 22
years, | watched the landscape of leadership amtgemnent changing and evolving and in some
cases remaining the same. My interest in the stdidige interactional activity of leadership was
piqued by my observations and experience of thesexguences of decisions taken by the SMT.
Some management decisions provoked a sense ofigejuis me, for e.g., there were numerous
incidents regarding late-coming at the school. &ereducators were questioned on their late-
coming, others were not. When | raised this questidh the principal | was told that there were
certain educators that had done a lot for the dcitere was a network of power relations in the
school that appeared to exclude certain educators privileges. The literature confirmed the
subjective manner in which the SMT functioned. Mierest was also piqued by the rivalries and
ambitiousness of staff as they climbed the leadieiskdder.

| taught Life Sciences (then called Biology) foperiod of one year (1987) in Lenasia South in
Gauteng (former Transvaal) in Azara Secondary. Sit@88, | have been teaching at Primrose
Secondary School, which is the site of this studgompleted my Master of Science (MSc)
Degree in Botany at the University of KwaZulu-NafalKZN) (formerly University of Durban
Westville). | lectured part time at UKZN in the Aalwced Certificate in Education (ACE),
National Professional Diploma in Education (NPDEdahe Bachelor of Education Honours
programmes for six years. The sustained interaetitimeducation as a discipline and with school
personnel during tutoring sessions for UKZN steeradinterest towards qualitative research, an
interesting and fruitful endeavour,as it relateseclly to my field of work as an educator
compared to the detached positivism of scientdigearch. The research called for new ways of
collecting, analysing and writing about the datattts different from positivist studies. | was
working with human subjects which were differenbnfr the study of plants in my Master’'s
research. Human subjects have a mind and will@f thwn, and as | navigated the research | was
fascinated by how characters and personalities sleped by perceptions and actions. Through a
detailed interrogation of useful theoretical consts (see Chapters 3 and 4), | was able to interpre

a description with totally new meanings.

educators are either principals of small schooldemuty principal of larger schools. Level 4 edacare
principals of larger schools.



1.2  Theoretical portrait

The complexity and scope of how power is exerclsgedchool leaders excludes the possibility of
a single theory explanation; a toolbox of conceptd theories is required. | therefore draw on
various theoretical lenses to understand HoaV of leadership and management. This section is
intended to give a snapshot of the various constraied explanatory frameworks. More detailed
discussions follow in subsequent chapters. Theelensed include the ways in which power
works through discourse and discourse analysigestiNity, ethics and power, and symbolic

interactionism. These are the main constructs deento form explanatory frameworks for

analysis of the data gathered in this study.

Workings of power

There are contested and numerous definitions otdineept of power (Lukes, 1974, 2005; Dahl,
1957; Foucault, 1980; and Connolly, 1993). Earlyaaptions of power ,see power as domination.
This conception is articulated by Weber (1978, temnitin 1922) and Dahl (1957) where one actor
exerts his/her will on another, despite resistahager conceptions of power saw the influence of
political and theoretical interests. Feminist d&sians on power focus on social (the
marginalisation of women) rather than political mow(Weedon, 1999). More productive

conceptions of power have emerged from the workkdatfermas (1982) and Foucault (1981).

For Habermas (1982), exerting power is a form aiaanteraction that has to be more or less
negotiated each time. Foucault’s (1981) produatneelel of power is described as:

Modern power is neither possessed nor sovereigigas not originate in an act of social
or economic contract. Rather, power emerges asffact eof social institutions and
practice-discourse (p.68)

In the school setting, discourses are created ¢fwaachool cultures. According to Foucault
(1981), truth, morality, and meaning are createdugh discourse. Foucault (1997) uses the term
‘power’ as shorthand for ‘relations of power’. Paviberefore resides in relationships that are
created between individuals and groups - which Fabs (1982) refers to as ‘social interaction’.

Understanding power relations in social interactiaand the way in which power relations

6



influence decision making is valuable to this studifie theme of power runs through all the

analysed chapters.

Discourse and discourse analysis

The position of discourse in social theory owes Imtacthe work of Michel Foucault. “Discourses
are about what can be said, and thought, but dsatavho can speak, when, where and with
what authority” (Ball, 1990 p.2).According to Sa{#l986p.152), discourses “get things done,
accomplish real tasks, gather authority.” Discounss have the “effect of re-distributing ‘voice’,
so that it does not matter what people say or thonky certain voices can be heard as meaningful
or authoritative” (Ball, 1994 p.23). Foucault (197B80) argued that power works in many
important ways through discourses, that is, thropgtticular configurations of symbols, signs,
and word patterns. Discourses exist within a spade relationships (Foucault, 1972). In Chapter
7, | tease out various management and leaderstigpulises that emerge from the data. | identified
the leadership discourses that are grounded iddtee and how leaders enter into these discourses
and how discourses regulate, constrain, and diseighe conduct of individuals that leaders

interact with.

Subjectivity

Subijectivity refers to our individual consciousnessperception about action, events and ideas.
Our understandings are sometimes referred to agctiie when they are distorted by our
personal biases. In post-structural terms, subjéctias been described as “who we are and how
we understand ourselves consciously and unconsgioyMacNaughton, 2000 p.18).The

«

structuralist view of subjectivity focuses ahe “unchanging, fundamental and universal
structures that lie at the basis of the world of phenomena, texts, and social systems”, all of
which shape us (Buikema and Smeliks, 1993, cited in Eldens-Clifton, 2005 p.3). For Foucault,
the post-structural view is wider than that: “power is internalized in self-monitoring, self-
knowing ways, that it has come to be implemented applied through the production of

subjectivity” Foucault (1981 p.77). Power relatiaherefore inform the notion of subjectivity.



Individual and group subjectivities emerge in iat#ions of the SMT. The principal’'s

subjectivities are captured in Chapter 6.

Ethics and power

Bowen, Bessette and Chan (2006) have written extgson why it is imperative to include
ethics in the study of educational leadership. Mmber of writers agree that ethics should be the
vision for schools and school leadership, givenciaplex demands made on leaders and schools
(Bechner, 2004, Starrat, 2004; Noddings, 2002)iédpexpects schools to make ethical decisions
for the common good of learners, the school andctiramunity (Hollenbach, 1989; Starratt,
1991). In South Africa, the current educationainelie, more so than ever before, calls for the
actions of school leaders and managers to be dtdgyemoral imperatives and academic
excellence. Bowent al (2006, p. 13) have found that:

Within the past decade, the literature on educatitgadership has placed a greater focus
on moral aspects of schooling (Furman, 2003). Facfacus orhow leadership might be
practiced (Sergiovanni, 1996, Starrat, 1991, 20@tthewhy or the moral purposes of
leadership (Murphy, 1999), the ethical imperatiseclear: school leaders have a “special
responsibility to all members of their organisatimnbe informed, ethical and capable
moral agents who lead democratic schools” (ShambStefkovich, 2005, p. 19).
Shapiro and Stefkovich (2005) emphasise the ethioplerative of leadership. Leaders are
expected to act ethically to foster the goals bbsting. Starratt (2004) offers a useful framework
that encompasses an ethical triad: the ethics sifcpy ethic of critique and ethic of care. He
defines ethics as the beliefs and values that eressary to support a moral way of life. Morality
can be defined as principles we use to distinguight from wrong. Shapiro and Stefkovich
(2005) have expanded Starratt’'s (2004) frameworikdtude the ethic of profession and the ethic
of community. The frameworks offered by StarratQ20and Shapiro and Stefkovich (2005)
provided valuable measures of the ethical and mssales during an interactional event and the
gendered responses to moral and ethical issueShapter 10, | explored 5 ethical incidents in
leadership practices in the school of the study explore the ethical imperatives that drive the

decisions made.



Symbolic interactionism

George Herbert Mead (1934), the first person whotevabout symbolic interactionism, argued
that the individual's self is formed by a sociabpess. The term ‘symbolic interactionism’ was
coined much later by Blumer (1969) who argued pwaiple’s actions towards things, people and
objects are based on the meanings these thingsfbiatleem. These meanings arise from social
processes of interactions, interpretations andtioalships. Through interactions, individuals
create the symbolic structures that make life nreginl. The theory of symbolic interactionism
has particular value for this study. Leaders’ iattion within a reference group or with
individuals in a school will shape how the schoaberiences leadership, the practice of
leadership, individual actions and the consequentdhese actions on the stakeholders of the
school. This is evident in the analysis chapterthisfthesis.

1.3  Mapping the leadership and management terrain

There is substantial local and international litera on the centrality of leadership in educational
institutions. It is therefore vital that the contepf leadership be clearly defined in order fa th
study to be located within this field. Leadershigdds a central position in school effectiveness,
school improvement, and school reform and chantgrature. Bogotch (2000) argues that
leadership is a purposeful intervention that omsrafrom a strong moral base. Therefore,
leadership implies an understanding of morals aldes of the school and community. There is
therefore an ethical dimension to leadership. Wioater does one have as a leader? How is this
power conferred because of position and status, (legitimate power)? Fullan (1999),
Sergiovanni (1992) and Starratt (1995) all agres this imperative for leaders to use power

morally.
Dimensions of school leadership
One of the most significant critiques of the fiedfl educational leadership has been made by

Dantley (2003) where he states that the positfuisttional-rational approach that has dominated

educational leadership for a long time leaves tiséd fdevoid of any significant change.



Sergiovanni (1999) argues for leadership that setuboth adaptive dimensions (emotion, values,
ethics) as well as technical dimensions (admiristmaplanning, organisation etc). The discussion
above points to a multi-dimensional view of leatiggswhich has traditionally been seen as
functional-rational has now shifted to consider niegs, philosophies and context. In the next

part of the discussion, | will take the reader tiylo three dimensions of leadership:

Firstly, that of leadership as influences- a narrow conceptany definitions of leadership
articulate leadership as a process of social infteg(Yukl, 2002; Harris, 2002).This is a narrow
conceptualization of leadership where a leademtidrally exerts influence over individuals to

structure activities, processes and relationsmgsiorganisation.

Secondly,leadership and vision are closely linke#l number of writers claim that successful
leaders have a vision of the preferred future i@r drganisation which is a vision shared with all
relevant stakeholders in the school community (Be@aldwell and Millikan, 1989; Senge, 1990;
Day, 2005). Fullan (1992) cautions against ovemesaleaders who are so focussed on their own
vision that they exert undue influence over theostletulture to conform to them. In these cases

visionary leaders may damage rather than transfloenorganisation towards positive goals.

Thirdly, the concept of leadership overlaps with managem@uban distinguishes clearly
between these two terms. He sees leadership ascasgr of influencing the action of others
towards achieving specific desired ends:

Leaders are people who shape the goals, motivatars actions of others. Frequently they
initiate change to reach existing and new goalsLeadership . . . takes . . . much ingenuity,
energy and skill. Managing is maintaining efficignand effectively current organisational

arrangements. While managing well often exhibisd&ship skills, the overall function is

toward maintenance rather than change. (1988, p. 9)

He sees both the terms as significant and attaohaepecial value to each as varied contexts calls
for different responses which would require thengipal to lead or to manage. While a clear
vision is essential to establish the nature anelcton of change, it is equally important to ensure
that new ideas and innovative practices are imphteake effectively and efficiently. Therefore
both leadership and management are necessarydoessiul schools, as is re-iterated by Bolman

and Deal:
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Leading and managing are distinct, but both areomant. Organisations which are over
managed but under-led eventually lose any sensspwit or purpose. Poorly managed
organisations with strong charismatic leaders magr demporarily only to crash shortly
thereafter. The challenge of modern organisati@uslires the objective perspective of the
manager as well as the flashes of vision and comenit wise leadership provides. (1997, p.
10)

Leadership, values and power

How do leaders “consider and respect the meanimgs experiences that those under their
supervision bring to organisational experience”l@yli 2002, p.6)? The practice of leadership has
become extremely complex (Bolman and Deal, 199%clBl 2009) and demands that leaders
operate from a value-based position (Giroux, 19¥8&pel, 1989; Sergiovanni, 1992; Murphy,
1992). Murphy (1992) emphasizes that school leanerst lead from a network of interpersonal
relationships rather than from a dominant positadnthe top of the organisational hierarchy.
Leaders must lead with people (through relatiorghigther than through them by exerting undue

influence and power.

Leadership and management in South Africa

The year 1994 changed the history of educationomttsAfrica. The post-apartheid government
was faced with a large number of schools that vaytsfunctional, especially black secondary
schools in urban areas (Fleisch, 2004). In bothpti®ic and independent school sectors, schools
range from being very effective to dysfunctionald@, 2009). Within the public sector there are
excellent schools, most of which are racially imgtgd, but there are also numerous dysfunctional
schools, which only achieve a 0-20% matric pass aatd where the culture of teaching and
learning has broken down (Niemann & Kotze, 2006 Education Roadmap (2008, p.6) cites as
an example of “the level of dysfunctionality thaathers in township schools spend 3.5 hours per
day on instruction, compared to 6 hours per daguiourban schools”. Though large numbers of
schools struggled unsuccessfully with these probjemthers managed to function in the same
adverse circumstances that overwhelmed neighbowahgols (Fleisch, 2004). Research into

these “resilient schools” in 1996-1997 identifiednamber of interlocking features (Fleisch,
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2004), such as a sense of urgency and respongsiligixible and purposive leadership; a focus on

learning and teaching; a safe and functional mstibal environment and; a culture of concern.

Raising the general level of quality in educaticas tbecome a significant challenge in South
Africa. Teacher unions feel that more attentiondset® be given to the entire education system
instead of just the final matric exams (Sunday BmHE September 2004, cited in Niemann &
Kotze, 2006), with the result that the DepartmehtEducation has introduced a professional
course for managers, aspiring managers to imprbeequality of education in South Africa
(Business Day, 30 December 2004).

The study of leadership and management in SoutitéAfnas to be located within nhumerous
changes that occurred in the South African educasigstem post 1994. These included the
decentralisation of education and democratisingcbbol management, the governance of schools
becoming the responsibility of SGB, and the sesfesurriculum reforms that had taken place. To
summarise, leadership and management in SouthaAfids to be viewed in the context of the
political changes since 1994 that has left thedfigith vast disparities, inequitable distributioh o

resources, and the compounded problems that weeeited during apartheid.

1.4  An overview of the chapters

At its broadest and most general level, this igidysof the leadership and management at schools.

Various lenses are used to provide an analysiseoptactice of leadership and management.

Chapter 1 introduces the argument for the study and developsnain research questions: What
are the leadership discourses in a school settimy? do power and subjectivity play out within
daily interactions of the school management tealWhT()® It provides a rationale for the study and
briefly describes the contextual background. Tlaig pf the chapter relies heavily on the available
literature and studies done in key concepts. Imgl@io this chapter sets the stage for exploring

how power and subjectivity is constituted in schealdership.
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Chapter 2 sketches the terrain of leadership and manageméht av particular focus on
educational leadership and management. It framés the research design and analysis and

makes explicit the assumptions on which the rebeasts.

Chapter 3 puts forward the theoretical positioning approjgrigo understanding interactional
events at a school. In this chapter the theorek&red of power, discourse and ethics is explored,

and ways in which it would illuminate the data loé tstudy is discussed.

Chapter 4 explores the concept of making meaning throughdhses of symbolic interactionism
and subjectivity. Together with Chapter 4, it frantlee theoretical anchoring of the study.

Chapter 5 serves to illustrate my role as researcher as aslbutlines the detailed research
methodology and the various data collection methoded to answer the critical research

guestions of this study.

Chapter 6 profiles the principal and provides an ethnogragurrait of him. It looks at how the
principal is positioned in various discourses a#l a®the subject positions he assumes. This is a
first level of analysis, which may be called a ‘ggeoot” analysis, and lays the foundation for the
development of the remaining chapters. It reliesniyan subjectivity as an analytical tool. This
study enabled me to work closely with all levelsnohnagement, especially the principal. | was
able to understand the management system from ehspgctive of a level 1 educator. Most
ethnographers, because of the prolonged stay ifiglte are considered part of the culture that
they are studying. This study allowed me to actlessub-culture of leadership and management
at the SMT level.

Chapter 7 explores the emergence of various management addrkhip discourses. It excavates
the practice of management and explores the rdldeananagement game primarily through the
epistemological stance of discourse and discounaéysis. Three areas of management practice
are portrayed for analysis: post-provisioning norpgrformativity and appraisal, and the
professionalization of education leadership andagament.
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Chapter 8 develops the argument of how power circulates fthenprincipal as the main centres

of power to other structures like the SGB and R@d how this power is navigated.

Chapter 9 develops a second level of analysis where | eggloe discourses emerging in Chapter
7 by looking at how space is used in creating aathtaining order. The chapter shows the nexus
between space and discourse and how particulaoudises are connected with certain spaces. |
explore various spatial points of power through d@halytical lens of physical space and practice,
documentation and hierarchical observation. It draw Foucault's concept of relations of power

and space.

Chapter 10explores ethics and power through five ethicaldents.

Chapter 11is the concluding chapter of the thesis and prav/fdar significant findings of the

practice of leadership and management in the Shiuita.
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Chapter 2

The shifting terrain of leadership and management

The business of management, however carefully megeand softened by emotional
terminology, is at one level concerned with conttbis designed to defuse those aspects of
institutional life which are potentially disruptive the rivalries and ambitions of staff, the
personal resentments and disappointments, the afgestration and cynicism that simmer in
staffrooms, the sense of injustice which manageunhegisions sometimes provoke. These are
real emotions, not the sanitised variety that derofeatures in official documents about ethos
and school culture. But they are also negative enetand so are not ‘permitted’; however
justified they may be by circumstances (Hurgéep, p. 24).

2.1 Introduction

In the above extract Humes (2003) makes the pbattleadership at one level is about control
and emotions that are not sufficiently acknowledgegractice and documents. The sanitisation
of emotions is used as an instrument of controth&nschool of the study this is explored when
educators are rationalised due to the post pravigipnorms (see Chapter 7). Acknowledgements
of emotions has been absent from the discourseaafelship and management in schools. For
South Africa in particular, new debates about thiecepts of leadership and management emerged
as South Africa approached its fourth democragctedn in April 2009. The political landscape
was rife with struggles over the definition of miotaadership, political interference, fraud,
corruption, the tension between legally permitteggessions and moral implications of these
possessions etc. The arena of education leadesslipnanagement was also affected. Against
this background, this review attempts to map theaie of leadership and management in
education both nationally and internationally. lartgcular, it attempts to look at how broader
reforms in education impact on the field of lealgysand management. It questions how reforms
are articulated and interpreted by the differemtypts in the education arena; how management
practice responded to broader processes of econsau@l and political change; and whether the
shifting terrain of leadership and management incaton internationally is exemplified by the

changes in the education landscape in South Africa.

Leadership holds a central position in school ¢ffeaess, school improvement and school reform
literature (Leithwoodet al 2006). But what is leadership? Bogotch (2000,1B) defines
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leadership as a "deliberate intervention that meguihe moral use of power". Therefore leadership
implies an understanding of power. While | provateextensive discussion of power in the next
chapter, an understanding of power is not suffictendefine leadership. The key element of
leadership is the moral use of power. Here it igartant to recognize, as Fairholm argues, that:

Everybody has values and these values trigger eoabour. Leadership takes place in a
situation pregnant with values. The problem is vagehnot thought of our leadership in
values terms. So the idea of values leadershipas,” while the practice is much more
common. (2000, p. 63)

Shield expounds that leadership is “not the ideaghe practices, but theraxis - the explicit
recognition of and reflection on the purposes afaadion, the contexts of educational leadership,
and of the values that underpin leadership aawiti(2006, p. 64). Focusing on praxis is an
important starting point for this study. This lagure review will therefore include the leadership
and management literature that recognises ancctefb® the purposes of education (leadership as
vision), contexts of educational leadership (leskigr culture), and values. How have South
Africans contributed to research in the field otieational leadership and management? In 2004
the Matthew Goniwe School of Leadership and Govaea(MGSLG) commissioned desk
research to establish a database of papers onrdégdeand management in South Africa,
published in any of the following formats:

» Single and jointly authored books.

* Edited volumes.

* Articles in refereed academic journals.

* Articles in professional journals.

» Official literature, for example government refgoand documents.

» Masters’ and doctoral theses (Bwthal, 2005, p. 3).

The study was completed in 2005 and the reseavelaled the following records:
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Table (i): Broad Topics covered in international am South African literature (Bush et al, 2005, p. 3)

Topic Focus International South African
Organisational theory 3 35
Leadership 5 0
Strategic management 6 14
Managing teaching and learning 5 5
Managing the curriculum 4 8
Financial management 3 17
Human resource management 8 6
Managing external and community relations 7 6
Training and development 8 20
Learner discipline 5 9
Educator discipline and reliability 2 7
Educational policy 0 29

Table (i) reveals that most South African reseachpiblish locally and predominantly in the
areas of organisational theory and educationatyolihe review did not map the methodological
approaches used in the literature and the kindss#arch outcomes produced. Beslal (2005)
has strongly asserted that the majority of thedttee did not show a clear relationship between
empirical research and theory. To extend this asqim South African practitioners’
understanding of school policy and practice is tedias the empirical research conducted by
South African practitioners has not impacted sidfily on theory or policy development. Bush
expounds in a recent publication that:

If practitioners shun theory, then they must rety experience as a guide to action. In
deciding on their response to a problem they drawaaange of options suggested by
previous experience with that type of issue (2QL@67).

Coplandet al alsoreinforced the importance of theory by indicatihgtt“it is wishful thinking to
assume that experience alone will teach leadens/tbuag they need to know” (2002, p. 75). In
section 2.5, | explored the limited theory devele@miin educational leadership and management
in the literature. In the context of effective leaship, Ngcobo and Tickly (2010) have found that
there is a lack of evidence in disadvantaged sshoolSouth Africa as to what constitutes

effective leadership. Given the multicultural cottef South African schools and that the culture
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of leadership is constantly evolving, Moloi and BY2006) have found that, in addition to what
Bushet al (2005) found, the concept of culture was vesgful in understanding the practice of
school management in South Africa. In this literatveview, | will discuss the intentions and
findings of the Bushet al (2005) study, then map the shifting terrain ofdEahip and
management in both the international and nationatature to address the critical research
guestions outlined for this study. Recall that 8tigdy is grounded in two research questions:

() What are the leadership discourses in a schodinggt

(i) How does power and subjectivity play out withinlgaiteractions of the school

management team (SMT)?

This study is both about leadership and leadersT(S¥d SGB). This chapter will, therefore,
explore the literature on leadership and managenpanticularly as it relates to issues of moral

purpose, ethics, values, power, and subjectivitidsaders.

2.2  Dimensions of school leadership

There are many different views on leadership froarious theoretical and philosophical
perspectives. Dantley, for example, has arguednagaihe “positivist, functional-rational
grounding that has traditionally served as the ftasion for educational leadership as a field of
study that leaves the leadership field bereft distantive and meaningful ways to see genuine
change take place in schools”(2003, p.22). Extenteyond the functional-rational, Sergiovanni
(1999) takes the view that leadership must incltle adaptive as well as the technical
dimension. Shifting to a more philosophical lex@&arrat (1993, p. 16) argues that leadership must
be aimed at grasping meaning for human fulfilméfitom a postmodern perspective, Maxcy
(1995) cautions against the use of meta-narrativésgitimise and give voice to the field and
practice of educational leadership. Thomson, wgitom the usefulness of Bourdieu reinforces
Maxcy'’s point:

Bourdieu . . . makes it possible to explain how #wtions of principals are always

contextual, since their interests vary with isdoeation, time, school mix, composition of

staff and so on. This ‘identity’ perspective poirisa different kind of research about
principal practice: to understand the game antbgi requires an analysis of the situated
everyday rather than abstractions that claim tirutdl instances and places(2001, p.14).
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The study of leadership has shifted from a funetioational perspective to an analysis of the
situated realities of leadership practice. An etraphic approach to the study of school
leadership and interactional events firmly anchibiis study within Bourdieu’s (1996) view.

Context, interests, and subjectivity are criticldn@ents to understand leadership. Leadership
therefore cannot be understood as a unitary conaegt has to be explored from various

dimensions.

2.2.1 Leadership, management and administration
The terms ‘leadership’, ‘administration’ and ‘maeagent’ overlap in meaning (Bush, 2003).
Dimmock shows how these terms have competing diefins:

School leaders experience tensions between corgpetlements of leadership,
management and administration. Irrespective of hbese terms are defined, school
leaders experience difficulty in deciding the bakametween higher order tasks designed
to improve staff, student and school performaneadérship), routine maintenance of
present operations (management) and lower ordexsd{@dministration) (1999, p. 23).
In the South African case, these tensions beconre mxlicit as the landscape of leadership and
management changed from a centralized to de-ceetamanagement system. This resulted in
school principals in the new dispensation havingnbdasked with added financial and

accountability responsibilities.

For Bush (2003) ‘administration’ may be a term thaicompasses both leadership and
management and is not associated with lower ordemirastrative duties performed by an
administrative assistant. Cuban provides a clededinition and distinction of leadership and
management that is used in this study:

By leadership, | mean influencing others’ actiom&chieving desirable ends. Managing is
maintaining efficiently and effectively current argsational arrangements . . .l prize both
managing and leading and attach no special valugitbher since different settings and
times call for varied responses (1988, p. 16).

Bolman and Deal (1997) hold a similar view thatdieship and management are distinct but
equally important. Whilst leadership and managenaeatboth essential for a school to function
efficiently, Schon extends the argument by statirag the two are not mutually exclusive. He sees

the difference in the two terms as:
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Leadership and management are not synonymous témescan be a leader without being
a manager. One can, for example, fulfil many of skmbolic, inspirational, educational
and normative functions of a leader and thus remtewhat an organisation stands for
without carrying any of the formal burdens of magragnt. Conversely one can manage
without leading. An individual can monitor and amhtorganisational activities, make
decisions, and allocate resources without fulfijltne symbolic, normative, inspirational,
or educational functions of leadership (1984, p. 15

Schon (1984) however does not comment on what makegscessful leader or manager. A more
useful distinction, made by Lingard, Ladwig, Mill&ahr, Christie and Gore (2002), is that

leadership can be exercised by different peoplmaty different levels (Shields, 2006 makes a
similar point), which extends leadership beyondittaevidual. As a position in the organisation of

the school, the SMT is part of the school organmgrand a management position in the SMT
carries with it certain roles and responsibilitggsecific to that position. This study has explored
the ways in which leadership is exercised throingisé management positions.

2.2.2 Theoretical models associated with leaderahigh management

Bush (2003) has explored different theoretical n®dassociated with leadership and

management, which are summarised in table (ii)voelo

Table (ii) Typology of leadership and management ndels (adapted from Bush 2003)

Management models Leadership models
Formal Managerial
Collegial Participative
Political Transactional
Subjective Post-modern
Ambiguity Contingency
Cultural Moral

From Cuban’'s (1988) definition of leadership and nagement mentioned earlier, the
management models in Table (ii) are associated mamtaining efficiency and effectiveness in
the organisation. The leadership models are inttridenfluence the action of others towards

desirable goals. The models are useful as theyiggonsights into the various leadership styles of
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the SMT and how these are influenced by the intenag and meanings that are made. Together
with the definition of leadership and managemeri¢refl by Cuban (1988) and Lingaed al
(2002), the models presented in Table (ii) alsastgs typifying leadership behaviour and action
and one would be able to map how leadership stsheft between management models and
leadership models as leaders face situations oailg lohsis. This shift emphasises Bourdieu’s
(1996) point made earlier that the actions of ppals are always contextual. Such a typology
will illuminate the data at the first level analygsee Chapter 6).

From Table (ii) above a ‘formal’ management modehssociated with a ‘managerial’ leadership
model (Bush, 2003). A school principal is formabyppointed - the principal therefore has
legitimised authority to maintain efficiency andesftiveness in the organisation. In the South
African case, since the decentralization of edocatand the devolution of authority, the
governance of schools are the responsibility of $#&Bs. Therefore, SGBs have legitimised
authority (formal management model). According tosB (2003, p. 6) “managerial leadership
assumes that the focus of leaders ought to be mtidms, tasks and behaviours and that if these
functions are carried out competently the workthieos in the organisation will be facilitated”.

The leader must therefore be competent in his foraba to influence the actions of others.

Bush states that a ‘collegial’ management modetains principles on how decision-making and
power operate from a shared perspective in thenssgaon. He elaborates:

Collegial models assume that organisations determpaticy and make decisions through a

process of discussion leading to consensus. Pevattared among some or all members of
the organisation who are thought to have a shanelérstanding about the aims of the

institution. (2003, p. 64).

A political model of management embraces thoseufeatthat involve decision making as a
negotiated or bargaining process (Bush 2003). Baimnal leadership is most closely associated
with the political model of management. “Transactib leadership is leadership in which
relationships with stakeholders are based uporxehaege for some valued resource.” (Miller &
Miller, 2001,p.182).

Bush (2003) describes subjective models as focusimgndividual actors in the organisation

rather than various units within the organisatiorentire institution. Individuals have their own
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unique perspectives towards, and of the organisat®they make meaning of daily interaction
and situations within the organisation. Each irdlinl brings different meaning to the complex
organisations and the individual's actions are wmd by these meanings. The leadership
equivalent to the subjective model of managemepb&-modern leadership which looks at the

views expressed by multiple voices.

The management model that emphasises uncertaimtyuapredictability in institutions and
organisations is the ambiguity model (Bush, 200@mbiguity is a prevalent feature of
complexorganisations such as schools and is lilkehe particularly acute during periods of rapid
change” (Bush, 2003, p. 13). Bush (2003, p. 12gstthat the “emphasis on the unpredictability
of organisations is a significant counter to thewithat problems can be solved through a rational
process”. The leadership model associated witlathigiguity model is the contingent model. This
model allows for the varied nature of school cotgeather than opting for a ‘one size fits all’
approach (Bush, 2003).

Cultural models of management recognise the inforimatural aspects of the organisation’s
practices (Bush, 2003). Bush (2003, p. 43) arghast ‘leaders have the main responsibility for
generating and sustaining culture and communicatmg values and beliefs both within the
organisation and to external stakeholders”. Theatdimension of leadership is based on what is
considered good. Sergiovanni adds:

Moral leadership is consistent with organisatioridture in that it is based on the values,
beliefs and attitudes of principals and other etlanal leaders. It focuses on the moral
purpose of education and on the behaviours to peated of leaders operating within the
moral domain. It also assumes that these valuebelrefs coalesce into shared norms and
meanings that either shape or reinforce culturee fituals and symbols associated with
moral leadership support these values and undsghiool culture (1991, p. 26).

The various models presented by Bush (2003) pravidiasis for analysis of the type of leadership
and management practices of the school leadeheisttidy. This is used in the development of a
portrait of the principal in Chapter 6 and in tmakysis of management discourses in Chapter 7. In
Chapter 10 | explored moral leadership in more ideBifferent decisions and processes by

leaders will require a pluralistic approach to keathip and management. In the next section, | will

explore the literature on leadership and visiohwifocus on what makes a successful leader.
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2.2.3 Leadership and vision

Vision is a significant part of leadership. BedZaldwell and Millikan (1989, p. 16), for example,
say that “outstanding leaders have a vision of thehools - a mental picture of a preferred future
- which is shared with all in the school communityhey mention four emerging features about
vision: “(i) outstanding leaders have a vision fibreir organisations; (ii) vision must be
communicated in a way which secures commitment @mmaembers of the organisation; (iii)
communication of vision requires communication céaming; (iv) attention should be given to
institutionalising vision if leadership is to becsessful” (Bearet al, 1989, p. 17). They make two
important points here: communicating vision is camipating meaning, and that, for the leader
to be successful, this vision needs to be instihatiised, implying internalised and accepted in the
institution. Fullan is more critical, arguing thaisionary leaders can cause more harm than
improve schools:

The current emphasis on vision in leadership camiséeading. Vision can blind leaders
in a number of ways . . . Principals are blindedthsir own vision when they feel they
must manipulate the teachers and the school cutturenform to it (1992, p. 16).

Day (2005) studied principals who sustain succesdanind that successful leadership was
intellectually, socially and emotionally complex e¢hallenging contexts of pressure, to achieve,
diversity of the school population, curriculum nefs etc. He provided guidelines of skills,
strategies, and understandings through which scpaatipals maintained their success, and
vision emerged first on the list. The indicatorsotcess are:

» Performativity and Vision: Managing the Tensions

» Building and Sustaining an inclusive Community

* Narratives of Identity

* Values, Beliefs, and the Ethical Dimension

* Renewal of Professional Trust

* Moral Purpose, Agency and Culture of Courage

» Expectation and Achievement

* Leaders Who Learn

» Building Internal Capital Through Collectivity

* The Passion of Commitment (Day 2005, p. 275)
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To manage the competing agendas (performativity \dsmbn; expectation and achievement)
presented above meant that principals had to bepéroal individuals, highly motivated and
updated on cutting edge innovative approaches #xtipmg leadership. Having a vision
embedded with strong personal and community vaduasrged from Day’s (2005) study. Day
also recognizes the need for principals to treddmaocratic professional path that would:

* move the school forward in relation to a broadagehoral purposes rooted in care for the
whole child and the community from which she waendr;

» satisfy the demands of the government for increaseasurable pupil attainment in a
relatively narrow area of the curriculum as weltlasir own larger view of pupil
achievement;

» sustain their integrity of purpose;

» ensure that staff were accorded respect and trakeiprocess; and

» actively involve parents (2005, p. 288).

These factors are important for the present stadgvaluating how the pressure from educators,
policy and learners forced the principal and theTSthread a democratic path’, a shift from
autocratic to democratic leadership espoused in dideentralisation discourse of education
provision in South Africa (see Chapter 7 on therfation of the RCL).

2.2.4 Leadership as influence

Influence is a key element of most definitions e&dership (Yukl, 2002; Harris, 2002). Yukl
explains this process of social influence as:

Most definitions of leadership reflect the assummptthat it involves a social influence
process whereby intentional influence is exertedobg person [or group] over other
people [or groups] to structure the activities aalkhtionships in a group or organisation
(2002, p. 24).

Yukl makes it clear that leadership is not onlyitiftuence of individuals but of groups and teams
as well. Writers that advocate for distributed katiip (Harris, 2002; Leithwood, Mascall and
Strauss, 2009) take this position as well as oppdsea top-down process of exercising

leadership. Leadership is grounded in personal @ofessional values and ethics (Bush and
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Glover, 2003). Leadership as influence calls fadkrship to be embedded in a solid value system
(both personal and professional), which will ultielg impact on the degree of influence. Fleisch
and Christie (2004) argue that leadership,as tleecese of influence, is most productive when it

links closely to political legitimacy and well-stiured power relations.
2.2.5 Leadership and values

As mentioned earlier, leadership needs to be ldcatea domain of values and ethics. School
principals are operating in complex and unpredietahtuations and constantly have to seek
innovative solutions that resonate with changimges (Davis, 1998; Fullan, 1992; Bolman and

Deal, 1995; Bloch, 2009). A value-based solutiosuees that values permeate the decision
making processes and is generally acceptable. \Wasge(1999) states that the core values of a
school should be that: schools are involved innieay, every individual is valued; schools must

serve both learners and the community; the whategpeshould be developed during the learning
process ,and; trust, empowerment and praise mustepgée the school community. The concepts
of leadership, power and values are explored mdhgih Section 2.3 and show how leaders take

conscious account of the meanings and experiericbsse in the organisation.

Many theorists contend that leadership is a vakset position and that leaders are not technical
bureaucrats (Sergiovanni, 1992;Giroux, 1988; Fo41@89; Purpel, 1989). Murphy (1992) argues
that school leaders should lead from a web oficelahips created with people rather than through
people. Good leaders clearly state their moral gaepfor the school they are leading. These
purposes are communicated clearly to individuald groups in all levels of the organisation.
Greenfield (1993) strongly argues the point thaét the people in the organisation that can change
the organisation for the better through solid vdlased decisions. Where the organisation is
ridden with conflict, one person’s values (gengraf the leader) must take dominance over
others (Milley, 2002).

Values are significant in influencing the procedshow problems are solved directly and
indirectly in the organisation (Leithwood, BeglaydaCousins, 1992). A direct influence of values
in problem solving is when certain values, suchrassparency and fairness, are preferred and

will determine how the principal acts. Values astfiters in solving problems through indirect
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influence. Dimmock (1996) has found that when velaempete, the lesser of the two evils is
chosen as the preferred position by leaders. Eg&len this is shown in Chapter 10, where five

ethical incidents in leadership practice are diseds

A study on successful principals by Day, shows finatcipals relied on a set of core values which
they drew upon when faced with value-based deasitMvhat separates effective from ineffective
leaders are, not only the qualities of vision, ega and resilience, but also how much they “really
care about the people they lead” (Day, 2005, p).ZIeese principals were “clearly bound by a
sense of the ethical dimensions of the relationsrmprofessionals and clients, the public, the
employing institution, and fellow professionals ... @nception of what constitutes the

profession’s purposes and characteristic activi(i@day, 2005, p. 277).

Silins and Mulford further argued on the ethic afecin their study of successful schools, where
they identified three factors in successful schools

» How People are TreatedSuccess is more likely where people act rather #hamys re-
acting, are empowered, involved in decision- makimgugh a transparent, facilitative and
supportive structure, and are trusted, respectdetacouraged.

* The Pressure of a Professional Learning Commuityolves shared norms and values,
including valuing differences and diversity, a fe@n continuous enhancement of learning
for all students, de-privatisation of practice,l@bbration, and critical reflective dialogue
especially that based on performance data.

* The Presence of a Capacity for Learnirichis capacity is most readily identified in an
ongoing, optimistic, caring, nurturing, professibmevelopment programme. (2003, p.
277)

The discussion above points to leaders’ capalality behaviour in embodying ethical values in
the organisation. Therefore, leadership is not dhly exercise of the technical, bureaucratic
elements of the organisational experience, butrgortant part in sustaining and creating a new
organisational culture (i.e., the emotive dimengsidn a study of effective leadership in 10
township schools in South Africa, Ngcobo and Tidkéwe stressed the necessity of understanding

values at various levels and influences:
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The values that leaders of township and rural Sshmoist engage with in South Africa are
unique and need to be understood at various lekelders must learn to manage across
the boundaries and to deal with the new values atmgnfrom national and provincial
policy that may or may not clash with the valuestedichers, parents and pupils. For
example, the introduction of outcomes based edutafOBE) and the abolition of
corporal punishment and measures to ensure geqdéay @nd redress in national policy
need to be implemented against a backdrop of Hutimnal values that continue to be
held by some teachers and parents as a consequiethe®r own past experiences and the
legacy of apartheid education policy. The questibralues in educational leadership is
also related to differing political traditions arehlities in the townships (2010, p. 205).

In Chapters 8 and 9, | explored how values of diffié groups in control obscured the decision-

making process.

2.3 Leadership, school reform and change

The leadership literature contains many studiescbbol reform and change and the important
role of effective leadership (Sergiovanni, 2006r1$a 2006; Cameron, 2010). Developing school
leaders has been recognised as an important factschool and system-wide improvement.
Earlier studies by Newman and Wehlage (1995) therDhy, Harris, Hadfield, Tolley and
Beresford (2000) emphasise key factors such aststas in the organisation (e.g., curriculum
committees), the role of leaders, and the cult@itd® school and leadership that would contribute
to sustaining new reforms in schools. The princlgd a key role to play in building capacity for
change in the school (Sergiovanni, 2001; TayloQ®2WMWgcobo and Tickly, 2010). A review of
leadership studies by Harris (2006) found that mafriyre studies use the principal as the measure
of the leadership and focus on his/her practictgerahan on distributed leadership in the school.
Although this study is primarily focused on thengipal’s interaction, it also includes the actions
and interactions of the members of the SMT.

The concept of distributed leadership (also knoven shared, collective, collaborative or
democratic leadership) pertains to attributes amggnal characteristics of not only the people
located at the top of the hierarchy, but all levielshe organisation. These individuals lead and
direct the organisation and its practices (Leithdvaes al 2006). In this study, distributed
leadership is evident in the enactment of vari@aglérship roles by members of staff, SGB and
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the Representative Council of Learners (RCL). Havethe study of distributed leadership as
espoused by Spillanet al (2002) is not the focus of the study. There way Vieite evidence of
distributed leadership in the study, expect forahecation of tasks.

The notion of distributed leadership has to beistlith the context of micro-politics that existan
school setting. According to Flessa

Politics are concerned with interest: In schoolbere leadership is always distributed in
some way, what happens when the interests of diffeteaders, or of leaders and
followers, don’t converge? How are micro-politialiances and coalitions mobilized to
build consensus? (2009, p. 332)

Whereas there was little evidence of distributedtiéship in the SMT’s interactions, there were
incidents of micro-political alliances. In Chapt®y | analysed how the voices of the SMT is
silenced in a staff meeting under the cloak of ngan@ent speaking in ‘one voice’ even though
the management meeting may have aired dissentisgstdMoving from the micro-politics of the
school to state politic, Humes (2000) found thatitipans find educational leadership as a
‘scapegoat’, where failing schools become the wistiof bad leadership rather than poorly
conceived policies. In the South African contekg tnaming and shaming” of schools has been
directly linked to the school principals. This sgu@drgues that leadership is critical for
organisational change and instead of focusing amy the principal interactions between
individuals in the organisation (SMT, RCL, and SA®)ome the analytical unit. The study of
interactions is about how all leaders operate andribute to leadership practice and change in
the school.

2.4  Leadership and management in South Africa

After South Africa’s first democratic elections 1994, the government was faced with a large
number of dysfunctional schools, especially in klaecondary schools located in urban areas
(Fleisch, 2004). Most schools were found to be mdyeadysfunctional achieving a 0-20% pass
rate and where the culture of teaching and learhad broken down (Niemann & Kotze, 2006).
Bloch (2009) in his bookThe Toxic Mix,quotes alarming statistics on the dysfunctionatity
South African schools. “The stark reality is tha-&8% of schools today might be called
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dysfunctional” (Bloch, 2009, p. 17). He asks prafdiwquestions on “what are the key blockages
and failures in the system and how do we organireuaderstanding of these facts so that we
know which key things are causing problem” (p. 28)

Fleisch (2004) cites four factors that have contedd to some schools in Gauteng, South Africa,
being dysfunctional. These are: a lack of propeysgal and social facilities contributing
negatively to teaching and learning; weak leadersimd poor administrative procedures; weak
relationships with immediate stakeholders in théost community; and especially weak
relationships and engagements with the DoE. Bloammtains that:

There is a combination of factors, a toxic mix atises that come together to keep black
education in a state of disrepair...many related éaclers-combined with poor
administration and support around the school, dsasesocietal factors...(2009, p. 28).

Recently, the DoE has been targeted as a Minigtgoocern by the President of South Africa,
when he initiated new regulations connected todsteds and quality. School management was
targeted as a means of raising the standard ofaidacn South Africa. In 2004, the DoE had
“targeted the improvement of school management ameans of improving the quality of
education in South Africa” (Business Day, 30 Decem®004). The former Education Minister,
Naledi Pandor, said:

We have a (school) leadership that cannot anatgseot problem-solve, cannot devise
strategic interventions and plans, and cannot ftatayerspectives that are directed at
achieving success (Sunday Times, 10 September 2004)

There are, however, resilient schools that havevigent the same adverse conditions that
overwhelm many schools in the same vicinity (Flejs2004). Christie (2001) in an earlier study,
accounts for this by identifying a number of intarnected factors, including: a sense of
responsibility; leadership that is flexible and paseful; leadership that demands learning and
teaching as the main activity of the school; a fiomal administrative environment where learners
and educators feel safe; and a culture of carinfginvthe school coupled with a strong emphasis
on discipline. Raising the general level of qualityeducation and service conditions for the
teaching corps, has become a significant challem@outh Africa. In August 2010, educators in
South African schools embarked on a three weekestiver a wage dispute, placing the schooling

system under great scrutiny. Egginton ( 2010, P) biakes the comment that “... in recent times,
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the education sector has been subject to increésinets of scrutiny and regulation spurred on by
central government initiatives related to standamd quality, and ever increasing expectations
from students and other customers

The study of leadership and management in SouticaAlas to be located in the broader context
of the many changes that occurred in South Afriost 1994 (for example, the decentralisation of
education provision, combining 19 departments afication into one department, series of
curriculum reform, educator appraisal, role of 8®Bs in school governance; the appointment of
school personnel, etc). A critical change is theedéalisation of education provision which
resulted in the establishment of SGBs. The efféth@se changes on principal and in the schools
is discussed in Chapters 7 and 8. In 2004, the Baiflucted a ministerial review of school
governance in South African schools. The findinfjghe review concur with that of Sayed (2002)
in pointing out how certain interest groups (eex~ Model C schools and private schools) benefit
from a decentralised process which is highly cdeteslue to unclear roles of various individuals
at different levels. Since South African societynisquitable, Sayed (2002) strongly motivates for
a greater role played by government than the pteksrentralized system. Government has a key
role to play in ensuring good governance at theoslclevel and building capacity for good
governance.

Chisholm (2004), however, draws attention to aigant change in the educational landscape
where a new social order has developed and howa&dads helping shape that social order:

As in periods before it, the conscious intent ofigyohas been contradicted by its
outcomes. But this does not mean that there hasrieé&hange’ or ‘transformation’. The

social position of some individuals and the racainposition of South Africa’s classes
have changed. The context within which they actdimamged. The underlying rationale for
policy and action has changed. This in turn hasiémiced individual and social strategies
and choices, as much in policy as in practice. 420024).

She highlights the importance of context in whidliges are implemented in South Africa and
how context is constantly changing. This againfozges Bourdieu’s (2003) point that leadership
is contextual. The three major changes in currituheform since 1994, is an example of how
policy has been contradicted by its outcomes. énahalysis chapters, | will explore how leaders
respond to these changes.
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25 Gaps in the leadership and management literater

2.5.1 Theorising leadership

According to Bush there is “no single all-embracthgory of educational management. Students
of educational management who turn to organisatitmsory for guidance in their attempt to
understand and manage educational institutions natl find a single, universally applicable
theory but a multiplicity of theoretical approaclezsh jealously guarded by a particular epistemic
community” (2003,p.3). Lingard, Hayes, Mills andr@tie (2003, p .13) argue that “leadership
theory in education has continued to utilize theoapts of leader traits, the situational contekts o
leadership practices and transformational practidesapidly changing educational contexts, the
concern for transformational leadership is linkedhbw accountable and how autonomous the
work of the principal is (Leithwood, Jantzi and i8bach, 1999; Dagt al 2000; Gronn, 2003).
The existence of several different perspectivesilt®sn conceptual/theoretical pluralism. This
creates a discord of voices with each theory oftera new and different explanation for an

educational event.

In advocating for theoretical pluralism, Griffitli$997) provides strong arguments. He maintains
that although some problems may be large and comptiers are simple and straight forward,
they can all be easier understood through the tilgeoretical pluralism, i.e., the use of multiple
theories since particular theories lend themseteesolving particular problems. Bush (2003)
extends the argument of scarcity of theory in ibtlfof educational leadership and management
by pointing to the kind of activities that managare engaged with:
Leadership and management are often regarded amtialg practical activities.
Practitioners and policy-makers tend to be diswméssif theories and concepts for their
alleged remoteness from the “real” school situat{@003, p. 17)
Willower (1980) makes a similar argument by indiegtthat school managers find theory a
difficult and problematic undertaking and very tgrase it to understand practice. Theory and

practice are regarded as two separate aspectsuoatezh leadership and management with the
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theoretical aspects developed by academics, whdsbol managers engage in the practical

aspects.

In one of the few papers that theorises leaderdhiqgard and Christie (2003) used concepts
offered by Bourdieu. According to Lingard and Cteg2003), Spillane, Diamond, Burch, Hullet,
Jita and Zoltens (2002) provide an account of ithsted leadership that is central to instructional
(curriculum) leadership. Spillaret al’'s (2002) version of distributed leadership is underpd by
two theoretical perspectives: activity theory; aitiated cognition. This implies that there is a
concern for how leadership is constituted in theost, the actions of leaders, and the interaction
between leaders at all levels in the organisatlenem the above discussion, the theoretical
perspective purported by Spillageal (2002) is a useful one as it presents leadersisipnot the
sole responsibility of the principal, but as spreadr different individuals at various levels ireth
organisation. Leadership is stretched over multiples and situations and is invested in people
and situations. This situated aspect of leadersbigsiders the socio-political-cultural context as

an important element of the practice of leaderghipgard and Christie, 2003, p. 17).

However, Hartley (2007) has found that the analpsesented by Spillanet al (2002) does not
consider context, power relations and how leadprghdistributed. Hartley (2007) purports to a
view of leadership where the key idea is “concelpélasticity” allowing for a range of concepts
to be applicable to a variety of situations in emgpi research. This study explored the
relationship between power and leadership and dgtéiartley’s argument to also suggest that
the leaders’ subjectivity is a significant factar how power is exercised through shared

leadership.

2.5.2 African perspectives on leadership and mamesye

Bolden and Kirk, in commenting on the limits of wers theories of leadership and management,

draw attention to limited theorizing in the Africaontext:

A number of authors (e.g. Blunt and Jones, 1997g8lby, 2001; Jackson, 2004) have
highlighted the manner in which Western managenemd leadership theory may
represent a new form of colonialism - enforcing aethforcing ways of thinking and
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acting that are rooted in North American and Euappi@eologies. By doing this, there is a
tendency to play down the importance of indigenkwoiswledge, values and behaviours,
assuming instead a linear progression from theéldging” to the “developed” and/or the
“traditional” to the “modern”. Such an approachléadership and management theory,
however, is not only pejorative (classifying nonstezn approaches as “under-developed”)
but also obstructive to the emergence of more coctste theory, practice and policy
(2005, p. 2).

Jackson (2002; 2004) raises similar arguments gdtie lack of proper theorising in leadership
research in Africa concluding what little there fismly “entrenched within the developed-
developing world paradigm which mitigates againstrenconstructive theorising and conceptual
development” (Jackson, 2002 ,p. 2). Jackson’s (R8fidly of 15 Sub-Saharan countries indicates
that African managers enact humanistic managemedtipe and show considerable skills in

managing cultural diversity and establishing mugtigtakeholder relationships.

2.5.3 Leadership practice

Little is known about which types of leadership qiige bring about meaningful change and
development in organisations despite a plethofdaaxfership research in the field (Harris, 2006).
Part of the reason for “such gaps in knowledgebmmpxplained by the preoccupation in the field
with the styles, characteristics and traits of wdlial leaders” (Harris, 2006, p. 15). In their
extensive review of leadership literature, Hallingad Heck (1998) suggest that most accounts of
school leadership focus on the people and the mgstand pay little attention to the practice of
leadership and the actions of the various leadiettkis study, | explored the practice of leadgpshi
and leadership action through the lens of power @rjectivity. Harris, (2006) also makes the
point that relatively few studies delve into theywan which leadership practices in schools are
constructed, shared and negotiated. Spildrad (2001 cited in Shield, 2006, p. 72) note that:

While it is generally acknowledged that where thare good schools there are good
leaders, it has been notoriously difficult to ceast an account of school leadership,
grounded in everyday practice. We know relativalylel about the how of school
leadership.

Through an ethnographic approach this study hashgied school leadership in everyday practice
of leaders and stakeholders. Using interactiores gt of analysis grounds this study firmly in
practice.
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2.6 Conclusion

This review has pointed to a number of issues whrehkey to understanding what the leadership
discourses in the school setting are and what oles rof the various players in the field of
educational leadership and management are. Fiethpority and political legitimacy adds clout
to the exercise of influence by leadership. Thisvieen leadership at school level will have its
greatest effect on school change. Where leadetshiimacy is contested in the school and

community structures, then school leadership htes éffect on the school and system reform.

Secondly, how the school performs in terms of learachievement is significant. Day (2005)

states that schools are in constant demand to ansstof externally set, monitored and evaluated,
key performance areas and indicators for raisimggéneral level of learning and teaching. The
increasing demands set externally results in fragaten of the system and undermines the

schools’ ability to deliver on learner achievement.

Thirdly, although South Africa is in its sixteentbar of democracy, schools are as yet inequitable
in resources, funding and capacity (Bloch, 2009cdntability and performativity are newly
emerging and are currently implemented in a weak fim South Africa to be able to bring about

any meaningful change.

Finally, Fleish and Christie (2004) argue that #peid has undermined the principal’s authority
and ability to influence the direction of the schbg not affording principals control over the
school’s finances and budget, including the apjpognand dismissal of staff, and powers to make

decisions on the curriculum.

In Chapters 3 and 4, | will present the theoreticaheworks that anchored this study.
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Chapter 3

Power and discourse

The real political task in a society such as owgga criticize the working of institutions
which appear to be both neutral and independentriticize them in such a manner that
the political violence which has always exerciseslf obscurely through them will be
unmasked, so that one can fight them (Foucault9198713).

3.1Introduction

The quotation above lays the basis for the anabfsise working of the school as an institution in
this study. What is the school obscuring in itemipt to remain neutral and independent? What
are the values that are obscured? What discounsesate in the various practices at the school
and how are these linked to the relations of povmiChapters 3 and 4 | map out the theoretical
landscape that forms an anchor for this study. Thapter provides the theoretical tools necessary
for understanding how power structures influence ihteraction process and how power is
exercised in dealing with ethical problems. Thigdgthopes to make a contribution to the field of
leadership in providing an analysis of how disceursower, and ethics are central parts to
subjectivities formed by individuals. In additicemy ethnographic approach is useful in analysing
the long term effects of power through a prolong&y in the field and the interplay of various
discourses as they emerge, circulate, coalesceeaitdthe field. This study explicitly links
relations of power with the subjectivities of ingivals and how the subject gets positioned in
various discourses. The analytical model shown vbeldrawn from the various theoretical
sources, will be used to analyse the data.
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Figure (i): Analytical model for analysing poweratons

Leadership and management have traditionally beded to power- power of individuals in
positions (positional power) and more recentlyhie productive use of power, which is the use of
power in the production of knowledge about strussuiprocesses and systems (Foucault, 1981).
The concept of power is highly contested (Lukes74192005; Connolly, 1993). Power has
traditionally been defined as power over, where peeson who possesses the power is in a

position of dominance (Weber, 1978) and this perfgnvirtue of their position, will carry out
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their will despite resistance from the person whbm power is aimed at. Dahl (1957) holds the
same view to the extent that the power is exertethe subordinate in the social relationship who
would do or act in a way they would not otherwige Hobbes (1989) sees power as the potential
to act or do something. Power is therefore defiaggotential action (power to). Morris (2002)
and Lukes (2005) both agree with the view of poaspotential action rather than something that
actually happens. As such, power is a potentighi&g may never be actualised. Both these views
of power take their starting point as power beiegative or counterproductive. One explanation
for the complexity and contested nature of powetha&t power is moulded by contextual and
political interests (Lukes, 1986; Said, 1986). Meist definition of power focuses primarily on
social rather than political power and looks at hetate power has excluded women from the
debates around power and the exercise of poweh &uwefinition of power has been useful in
analysing leadership from a gendered perspectimethe leadership literature, power has
predominantly been analysed as ‘power over’ wistrang focus on political power and positional

power.

Another definition of power links power to socialteraction. Habermas (1982), for example,
defines power as a form of social interaction. Habermas, exerting power is not simply a form
of action, but a form of social interaction thasha be more or less negotiated each time.

Power arises from the human capacity not only tamado something, but to join up with
others and to act together with them. The basidrunent of power is the

instrumentalization of a foreign will in a commuaion directed towards agreement
(1982, p. 104).

Habermas brings into the discussion of power agg®dor consensus through social interaction
that diminishes the domination of ‘power over'. kimg relations of power to meaningful

interaction, Willmott (1987, p. 12) writes that &ltommunication of meaning in interaction does
not take place separately from the operation ofrétations of power, or outside the context of
sanctions that are normative”. For Giddens, (2@023) “power is expressed in the capabilities of
actors to make certain accounts count and to emacésist sanctioning processes; but these
processes draw upon modes of domination structatedsocial systems”. This implies that, for

this study in particular, certain actions may beenmeaningful by drawing on various modes of

domination (such as position or status).
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Foucault's conception of power goes beyond thaHabermas’s ‘power as a form of social
interaction’ drawing on domination as alluded toGigden’s above. He offers a productive model
of power where modern power is neither possessedddyiduals nor is it the sovereign power of
the state; power emerges not as positional powsr gkample, the appointment of a school
principal into a leadership position at the schdml) as an effect of discourse circulating in the
leadership space (for example, the professionaizaliscourse- see Chapter 7). For Foucault:

We must cease once and for all to describe thecteffef power in negative terms: it
‘excludes’, it ‘represses’, it ‘censors’, it ‘abstts’, it ‘conceals’. In fact, power produces;
it produces reality; it produces domains of objextd rituals of truth. The individual and
the knowledge that may be gained of him belongi®groduction (1977, p. 194).

Taking this view as the point of departure for stedy, offers insight into the relationship
between discourse and power and how power is eeglén particular interactions. It illuminates
what the rules of the game are and what kinds ofwkedge are produced in the practice of
leadership. Solely attributing power to an effettdscourse is limiting as discourses will not
emerge in all practices and interactional everitserefore a multi-dimensional view of power is
explored. | will highlight the critical research egtions again to remind the reader of how these
guestions are embedded in the theoretical conbexhé study:

(1) What are the leadership discourses in a schoahgett

(i) How does power and subjectivity play out withinlgamteractions of the school

management team (SMT)?

3.2 Power relations

Foucault aptly describes the term power as shadtfi@nrelations of power. This opens up a new
way of how we think about power:

A power relationship can only be articulated on basis of two elements that are each
indispensable if it is really to be a power relaship: that the ‘other’ (the one over whom
power is exercised) be thoroughly recognized anohtaiaed to the very end as a person
who acts; and that, faced with a relationship otv@o a whole field of responses,

reactions, results, and possible interventions agefiFoucault, 1982, p. 220).

38



The productive nature of power is maintained thiotlge variety of responses, reactions, results
that emanates in the power relationship. Foucaake® the assumption that where there is power,
there is resistance:

I do not think that a society can exist without gowelations, if by that one means the
strategies by which individuals try to direct andntol the conduct of others. The

problem, then, is not to try to dissolve them ir thtopia of completely transparent

transaction but to acquire the rules of law, thenaggment techniques, and also the
morality, theethos the practice of the self that will allow us t@aplthese games of power

with as little domination as possible. (Foucauli9@, p. 298)

The extract contains concepts of power relatiorsjstance, domination, morality, networks,
ethics, self and how power relations are linkedhtese concepts. Here Foucault (2000) makes
explicit how morality enables us to play the gamegower. Relations of power thus allow power
to operate in a network. Acquiring the rules of theme and the ethical foundation allows
individuals to exercise power in useful and prodgctvays. Later in this chapter | will present a
detailed discussion on ethics and morality andettiécs of power. For Foucault (2000) power
relations are unstable and can be reversed allowiogrtain degree of freedom on both sides of
the relationship. Included in this freedom is tihdity to act ethically (Foucault, 2000). Foucault
held strong views on the link between ethics arddom and purported to the view that “for what
is ethics, if not the practice of freedom?” (20p0284). He sets the relationship of power within

practices of the self, ethics and freedom.

Where there is domination, resistance is a likebction. Domination would imply reverting to a
definition of power that indicates that power residin individuals. According to Foucault,
relations of power imply that power is not somecéthat resides within specific individuals or
institutions:

The individual is not to be conceived as a sorélementary nucleus, a primitive atom, a
multiple and inert material on which power comesasten or against which it comes to
strike, and in so doing subdues or crushes indalgluThe individual is an effect of
power, and at the same time, or precisely to thientxo which it is that effect, it is an
element of its articulation (Foucault, 1980,p.98).

In an interaction process, a multitude of actiond gesponses to power are possible. Butin (2001,
p. 16) argues that:
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Power is embedded in the relations among indivel@ald groups. Power relations are
unstable and prone to change and reversal. Powatrorss are not always productive.
Violence or coercive relations of power do exisglence is one extreme aspect of power
relations where resistance is minimized to the fpofrpractical non-existence. Similarly,
coercive relations of power consist of what Foucél®76) termed ‘determining factors’.
These are constraints upon actions that thwadteasie to domination.

If power is embedded in relations, this then hamarclimplications for leadership practice at

schools if productive relations are to be harnes3&is emphasises the earlier point made by
Silins and Mulford (2003), in Chapter 2, on howegy kiriver to success is how people are treated
in relationships. The verbal possibilities in distxe are larger for persons more powerful
(Wodak, 1995). Persons exercising power determitge dourse of interaction or the issues
discussed. Through the choice of words, they caerahne the length of the verbal contributions

by allowing, continuing, or interrupting these admitions. Such persons also determine the
beginning or end of the interaction. In additidme interaction can be manipulated by passing on
information selectively, for example, withholdingfermation that could undermine those in

power (Wodak, 1995).

Carspeken’s model of four types of power relatiomative, coercive, contractual and charm,

exemplifies the discussion above.

Relations

/ \

Figure (ii): Carspeken’s Model of power relatiork906, p. 130)

1. Normative power- subordinates consent to the higberal position of the super-ordinate
because of cultural norms (e.g., consenting toitkguctions of the principal who has

positional power).
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2. Coercive power- subordinates act to avoid sanctigna super-ordinate (e.g., instructions
issued by a Head of Department to a subordinate tttiea subordinate would have to
follow).

3. Contractual power- subordinates act for the retwfrfiavours or rewards from a super-
ordinate (an example of this n the school settiogldt be service level agreements with
service providers).

4. Charm- subordinates act in loyalty to the supeirateg because of the latter's personality
(this is where the super-ordinate has a charmidgoansuasive disposition.

Carspeken (1996) acknowledges that this typologyosier relations is incomplete as it does not
take into account individual (subordinate) agemcwuseful model would be to draw upon a hybrid

of concepts (Fig (i) and enquiry questions- seeiér 5) to analyse power relations in the
institution of the study as shown in Figure (iih€Be concepts have been used to analyse the data
in the analysis chapters 6 to 10.

In a study of power relations within a school parthip, Wodak, Andraschko, Lalouschek and
Schrodt (1992) attempted to take due account &f ¢tbimplexity by using detailed discourse
analysis to uncover the dialectics of power angblesbness, of controlling and being controlled,
as well as of activity and passivity in institutsorFoucault held the view that “power relations
[are] rooted in a system of networks” (1982, p.)202

Foucault’'s (2000) four distinct relations of powsee Figure ii) — economic, political, judicial and
epistemological — sheds more light on the inteffla@ictioning of educational institutions by
describing them as a “polymorphous, polyvalent giaalation of economic, political, judicial and
epistemological relations of power” (Foucault, 20p082). Foucault argued that education, which
includes the entire field (schools, universitiesd acolleges), is set to become increasingly
important politically as political relations of pew develop between the state and school and
between various stakeholders. Consistent with #rgument, Bloch (2009) has made this
observation when looking at factors that cause uhfonality in South African schools.
Politically, schools are places where people “gwders, establish rules, take measures, expel
certain individuals, admit others” (Foucault, 20p083). Economically, schools, aside from being
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crucial sites for the production of future humapita, directly or indirectly charge fees in return
for access to their functions and resources (Dea&@®3). Third, the school system is based on a
kind of judicial power as well. One is constantlyngshing and rewarding, evaluating and
classifying, saying who the best is and who is smtgood. A judicial power within the school
simulates the judicial model of power. FoucaultQ@)pcriticized this relation of power against the
goals of teaching thus: “why must one punish andard in order to teach something to

someone?” (Foucault, 2000, p. 83).

Foucault made reference to "an epistemological pewthat is, a power to extract knowledge
from individuals and to extract knowledge about sehoindividuals who are subjected to
observation and already controlled by those diffepowers" (Foucault, 2000, p. 83). The special
importance of this last, 'epistemological’ relat@npower can be found in the fact that Foucault
characterised it as "a power that, in a senseettsag and drives these other [economic, political
and judicial] powers" (Foucault, 2000, p .83). $pmological power' operates in two ways.
Firstly, a pupil's or teacher's personal knowleaddgehow schools function, along with any
technical improvements and micro-adaptations theghtrmake in order to function better "are
immediately recorded, thus extracted from his peacaccumulated by the power exercised over
him through supervision" and "gradually absorbetb im certain technical knowledge of
production which will enable a strengthening of woli (Foucault, 2000, p. 84). This knowledge
is generated depending on who is being supervigeghom (educator and learner; educator and
principal). Secondly, epistemological power geresatan observational knowledge, a clinical
knowledge, ranging from educational psychology tigto teacher appraisal to whole school
evaluation, which, stemming from observation, rdoay, classification, analysis and comparison,
also makes possible new forms of control” (Fouca@lOO, p. 84). Proponents of ethical
leadership would argue that far from the technicadwledge the epistemological relation of

power creates, it's also necessary for the dutsaoé (thdoco parentisyole of the educator.

The shift towards more child-centred pedagogiesnduhe course of the twentieth century could
be seen as an example of this latter form of episkegical power, where techniques of
educational psychology were used to generate kmgelabout how children learn. Similarly, the

strong current emphasis on pupil participatiorthatlevel of classroom activities as well as tHat o
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school governance, and attempts to tie parents @mmunities legally, financially and

managerially more closely into the everyday lifaleég school, could be argued to be “premised at
least as much on a desire to know and thereforegeapeople better, as on schools' centuries-old
desire to eliminate ‘'idleness' once and for all;atiaching' the maximum number of people to the
tasks at hand, for greater utility and regulatiofifoucault, 1986, p. 210; 2000, p. 78).

Nevertheless, in real life context of South Africgahools, this could be interpreted as a strategy
for survival rather than a desire to eliminate mdles. These relations of power provided useful
analytical tools to understand the effect of thereise of power in leadership practices in the
school, for example, the appraisal system or theurtal system for disciplining learners,

collection of school fees etc. Relations of poweident in these practices are explored in the

analysis chapters.

3.3  Spatialisation of power

Linking space (social and physical) to power hasnbihe focus of many analyses (Bird, Curtis,
Putnam, Robertson, and Tickner, 1992; Richardsah Jemsen, 2000; Allen, 2003). Space is
important in any community or organisation. Therkture reviewed indicates that not only is
there a close relationship between knowledge ameep@~oucault, 1980) but studies by Lefebrve
(1974) and Soja (1989) indicate that power, knogdednd space are closely linked in social
practices. Knowledge is created in physical spéash as the classroom) and social spaces (such
as the school as a safe haven). This knowledgeeaed through the exercise of power (Soja,
1989). Foucault (1984) also links space to theaserof power (see discussion on the panopticon
below). In addition to providing the settings fataraction (Giddens, 1984), space is an important
constituent of power-knowledge regimes. For Rickandand Jensen (2003, p. 6) “spaces, then,
may be constructed in different ways by differe@dple, through power struggles and conflicts of
interest. This idea that spaces are socially coostd and that many spaces may co-exist within
the same physical space is an important one”. lisrstudy, it suggests the need to analyse how
discourses and strategies of inclusion and exatusie connected with particular spaces.

In Discipline and Punish: The Birth of the PrisoRoucault (1979) shows his interpretation of

power and the technologies of power through thevithg of the Panopticon by Jeremy Bentham.
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In Bentham’s drawing the prison consists of a tottat allows warders and others in power to

view each cell without the knowledge of the prissné-oucault uses this design to illustrate the

functioning of power:
All that is needed then is to place a supervisa gentral tower and to shut up in each cell a
madman, a patient, a condemned man, a workersoh@ol boy ...Hence the major effect of
the Panopticon: to induce in the inmate a stateasiscious and permanent visibility that
assures the automatic functioning of power. So rtange things that the surveillance is
permanent in its effects, even if it is discontinsan its action; that the perfection of power
should tend to render its actual exercise unnepgsibeat this architectural apparatus should
be a machine for creating and sustaining a powlatioa independent of the person who

exercises it; in short, that the inmates should¢dgyht up in a power situation of which they
are themselves the bearers (Foucault, 1979, p200p-

Foucault (1979) shows how the Panopticon inducestitomatic functioning of power even when
the instrument of surveillance is not visible. Thection of constant perceived surveillance is that
the individual constantly watches himself or hdrésnes, 2004, p .13). Foucault wrote:
He who is subjected to the field of visibility, andho knows it, assumes responsibility for the
constraints of power; he makes them play spontastgopon himself; he inscribes in himself

the power relations in which he simultaneously plagth roles; he becomes the principal of
his own subjection (1979, p. 202).

The person who is watched comes to watch him/Hfer3élree strategies are essential to
panopticism: isolation, the gaze, and self-suraede (Foucault, 1979). The gaze refers to “non-
reciprocal visibility, the perspective of the guamdhe tower; facilitated by technologies of space
and light, the gaze fixes the prisoner in a fidlgheescribed and proscribed actions that he has no
part in dictating” (Foucault,1979, p. 185). Theeett of these two technologies, isolation and the
gaze, join to produce the third technology, setfssillance (Foucault, 1979). Even in the absence
of the guard, the prisoner is subjected to the gdzesibility through self-inscription. The design
and layout of most schools make all three technesofisolation, gaze, and surveillance) of power
possible. Educators, prefects, and the school ipahare the ‘guards’, who in turn are watched

over by a complex network of power relations.

With surveillance, comes the notion of normalisatid~oucault, 1979). Normalisation is the

process by which people are moulded into what $pcensiders as ‘normal’. People are surveyed
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so that they conform to ‘norms’ set by society aadnot deviate from these. Normalisation and
surveillance are great instruments of power. Farcgalt (1979), normalisation intends to produce
a homogenous group of people (learners, educatotisei school setting). In the school space,
normalisation is encouraged and enforced as th@oschdealing with many individuals that need

to conform to preferred behaviour. Normalisatiosoasingles out individuals by labelling them as
different, deviant or with pathologies. Normalisatiis used to control both the individual and the
group (Anderson and Grinberg, 1998). Punishmemnie of the mechanisms used to ensure
individuals conform to the norms set by societytfie case of this study, the society in general

and the school in particular).

Foucault (1979) describes the Panopticon as para @hovement toward productive power
relations that takes place in institutions sucthasmilitary, schools, hospitals, asylums, as asl|

in the discourses. Each of these institutions fonstwith some version of exclusion or removal
or isolation. People in the institutions are remb¥®m the general mainstream society and are
imprisoned in structures where surveillance opseraiptimally (such as the school). People
remaining in the dominant social sphere mark thvase are absent as different or abnormal (or in
the case of schools, as 'developing’, in need efiapeducation, slow, retarded etc). The orderly
society is self-sustaining as members survey thimesén line with principles that maintain the
boundaries (Foucault, 1979). Such exclusion is seefordinary, civilized, and is supported by

the production of disciplinary (scholarly) knowleddd Foucault, 1979, p. 63).

In a study of mining compounds in South Africa, &ry1994) has shown how the design of the
mining compounds used panoptic principles; the mgréiompounds were not only spaces where
oppression and coercion existed, but they were lalsiofor rich oppositional cultures (of mine
workers of different cultural groups based on gappic origins e.g., Zulu and Xhosa) to be
developed and practiced. This is an example of Bpace can be constructed in an oppressive

way.

Although Foucault did not write extensively aboahaols, his work lends itself to the argument
that schools are like other social institutiongggms, hospitals, etc.) where the subjects/edusfator
learners are constantly watched. The physical spaddayout of the school makes this possible.

Jones cites a number of examples that illustraedéa of the Panopticon in the school situation:
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“teachers taught from raised platforms, prefectsevaelected to observe their classmates in the
teachers absence; desks were arranged so tha¢teachild see everyone; long corridors ensured
clear views of movements; names, aptitudes anditaesi were recorded in registers so that each
individual could be monitored” (Jones, 2004, p .1)ucault (1979, p. 179) suggests that this
surveillance “is inscribed at the heart of the ficacof teaching, not as an additional or adjacent
part, but as the mechanism that is inherent taris implies that surveillance is internalisedd an

as a technique of power, it is one of the obscpradtices in the school.

In this study, by using a Foucauldian analysis examining panoptic techniques of normalisation
and surveillance (Chapters 7, 8 and 9), | argue tha principal is placed in a web of
interconnected power relations. The principal’s évebur is studied in the context of him as a
social actor performing his actions in a socialcepd he social interactions between individuals
became the key focus of the study. Defining thaqgipal's roles and duties in a social context
implies that the researcher needs to spend a gedbperiod in the field and inductively develop
a portrait of the individual through sustained imguand observation of interactional processes.
Using ethnographic techniques in this study was smeh approach. Empirical investigation
through the lens of spatialisation of power impliest there is an epistemological shift in the sole
and duties of the principal. The principal now hees the centre of a web of interconnected and
intertwined people being surveyed and self-sungeystead of a person exerting authority onto
others. This web of social relations affects thegpal’'s behaviour and shapes the behaviour of

others he interacts with.

The notion of surveillance as espoused by Foudautionsidered to be problematic by some
scholars. Phillipson (1998, p. 38) presents a ctfle critique of surveillance: “surveillance of
subjects/objects of education such as pupils andliés, fails to relate such practices to wider
social class interests which motivates policy depeient in social welfare such as education and
does not pay much particular attention to soci@algissues of race, sexuality, disability and
gender and how they are blurred and positioneddwjilveralism”. Such critique is significant in
developing an analytical tool that captures the memity of the leadership and management
environment and provides a sociological perspedfwenderstanding school dysfunctionality.
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3.4  Discourse and discourse analysis

Foucault (1978, 1980) argues that power works imymanportant ways through discourses.
Discourses are “identifiable sets of utterancesmadtices, governed by rules of construction and
evaluation, and determining what may be said amedby whom and in what context” (Ball,
1990,p.3). In any setting, for example the schtwre are a number of discourses available and
operating in complex, multi-faceted ways (for ammyple, a pathologising discourse is prevalent
in most multicultural schools where groups areté@aas deficient). In South African schools
pathologising discourses are associated with radesthnicity (see Chapters 7 and 8). This study
aims to identify the leadership discourses thatgaoeinded in the data and how leaders enter into

these discourses and how discourses regulate ramnstnd discipline the conduct of others.

Ryan argues that “power infiltrates the thoughtstds and deeds of people, shaping how they see
themselves and the moral positions to which thégastbe, in ways of which they are not always
fully aware” (Ryan, 1999, p. 23). By this argumehi exercise of power is embedded in every
facet of a person’s existence from thought to astid-or Foucault:

....discourses are composed of signs to designatgsthibut what they do is more than use
these signs to designate things. It is this moag tenders them irreducible to language
(langue)and to speeclpérole.)lt is this ‘more’ that we must reveal and desciib@72, p.
49).

In the context of power and space, “any given dise®e exists within a ‘space’ or a relationship
between specific “institutions, economic and sog@adcesses, behavioural patterns, systems of
norms, techniques, types of classification, modesharacterization” (Foucault, 1972, p. 45). It is
important for administrators, teachers, studentsy] athers in educational communities to
recognise the sometimes hidden or taken-for-graveiees that guide their actions and the action
of others and which may have substantial impactweryone’s lives (see discussion on ethics in
section 3.5). There is a need to expose power digsathat often obscure the sources of or
reasons for value positions taken. This study gquestwhat discourses emerge in the various
interactional events between leaders in a schooqf@r 7). This is discussed by selecting three
areas of leadership practice for scrutiny of trecadirses to emerge in these practices. In Chapter

7, | explored the emergence of the discourse aedmhbnner in which it creates meaning. It
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guestions how subjects are positioned within thidseourses and how subjects are subjected to
the emerging leadership discourses (Chapter @xdlores how discourses shape the subjectivity
of leaders (Chapters 6 and 7). How is meaning edetlirough discourse (Chapters 6, 7 and 10)?

How then does one analyse discourses? Yule andrBdefine discourse analysis as:

...a way of studying language. It may be regarded a®t of techniques, rather than
theoretically predetermined system for the writoddinguistic rules. The discourse analyst
attempts to discover regularities in his data aestdbe them. (1983, p. 23)

Various texts are produced in the school settiag ¢thn be analysed for the communicative event
that led to the production, distribution and conption of the text. One such example is the Code
of Conduct for Learners analysed in Chapter 8. Amsko explains: “an analysis of a
communicative event implies a multifunctional vie# text that involves considering the text
itself, the discursive practices relating to pratrg distribution and consumption of the text, and
relating it to the social, cultural, economic aridtdrical practices and circumstances” (2007, p.
16).

3.5 Ethics and power

There exists a plethora of literature that linksiedt to a vision of schools that are underpinned by
a strong call for moral leadership (Beckner, 2084rgiovanni, 1996; Starrat, 2004; Furman,

2003; Alavi and Rahimpoor, 2010). This would suggbsit school principals have a special

responsibility to be of high moral standing and deecapable moral agents who will be able to
lead schools demaocratically (Shapiro and Stefkq\2€l95).

How do the principal and his SMT respond to etharadl moral issues in an interactional event?
What would be an illuminating framework to analgseh dilemmas? Morality can be defined as
principles we use to distinguish right from wromdorality is present in the exercise of power
(Foucault, 1977). According to Shaffer, (1993, §) Buman morality has three components:

1. Cognition Thoughts and decisions about moral issues, engdthshy Piaget and
Kohlberg.
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2. Emotions Feelings, such as guilt, connected to moral ssemphasised by Freud.

3. Behaviour How we behave, and the extent to which we behaweourably or not,

emphasised by social learning theorists.

Starratt (2004) defines ethics as the study ofesmlprinciples and beliefs that support a moral
way of life. He offers a useful framework that emgrasses an ethical triad: the ethics of justice
(fairness in our decisions and actions); the etoicsritique (reflection on how we meet our
ideals); and the ethic of care (our actions andatets of relationships). Shapiro and Stefkovich
(2005) have expanded Starratt’'s (2004) frameworikdtude two other dimensions of ethics: the
ethics of profession (ethical conduct demanded fpoafessionals); and the ethics of community
(ethics is viewed against communal responses talitgr Chapter 10 focuses on five incidents
involving ethics. These incidents are developedterdiscussion through a combined framework
that analyses ethical actions through the five dosiathe ethics of justice, critique, care,

profession, and community.

The ethics of justice is defined by Starratt (199551) as “the claims of the institution to serve
both the common good and the rights of individualthe school”. Kohlberg (1971) argues that
the ethical goal of school should be more than ptorg equity and equality of opportunity, but
to teach children to contribute to a society tlsajuist and fair. Tyler (2005) maintains that two
factors must be present for this to happen: detisiaking of school leaders must be of highest
guality and be inherently neutral, consistent aree Df bias; and everyone should be treated with
dignity and allowed to voice their opinions.

The ethic of care is a display of the pastoral sesgbilities of leaders. It encompasses caring,
concern, compassion, connection and empathy (Marf83). The limitations of the patriarchal
concept of justice have been highlighted by femiwisters such as Gilligan (1982) and Noddings
(2002). Gilligan (1982) argues that the ethic ofecaanscends the ethic of justice through its
benevolent and compassionate orientation, espg@mbBupporting the weak, the disadvantaged,
minority groups and people with difficulties. S&tr{2004) outlines three elements to the concept
of the virtue ofpresencewhich are relevant here. Behaviour needs to biemaffg by firstly,

recognising and celebrating achievements and addments and; secondly, by being critical
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through encouraging self-reflection; and thirdly,dnabling initiatives and innovative approaches
in an environment where support and endeavour eniprocated. Wilson (2008) states that the
ethic of care can conflict with the ethic of justiwhere an individual is censured or punished in
defence of the interests of the wider school comtyifor example the pastoral responsibility of

an educator to care for and punish a learner whaisig addict).

The ethic of critique arose out of the tension leemv the ethics of justice and democratic
principles (Giroux, 1992; Greene, 1988; Freire,)9%&specially when justice was juxtaposed with
individual rights, privileges and culture. The ethif critique forces the school leader/manager to
give consideration to how decisions made privilegeoppresses certain individuals or groups
based on gender, social class, disability, ethnicdace etc. The ethic of critique poses critical
guestions such as “who makes the laws; who berfedits the law, rule or policy; who has the
power and who are the silenced voices” (Gross dmabig, 2004,p.48). Decisions taken by
school leaders could privilege the powerful and ohamce of one group over another, which
could be perceived as value judgements. School geasdherefore need to be sensitive to issues
of conflict, interests groups, human rights andndig and listening to a range of perspectives

before decisions are taken.

The ethic of profession has developed from the d¢oation of the ethics of justice, care and
critique (Starrat, 2004; Shapiro and StefkovichQ0 Each profession is regulated by an ethical
code of practice. The ethic of profession is inflgath the ethics of care, justice and critique and
places the learners’ interests at the heart otaihgractice. When communal responses, such as
religious ethos, enter into ethical practice atosd$, the ethic of community prevails (Furman,
2004). In terms of driving the moral agenda in sdbothe ethic of community overshadows the
individual. The frameworks offered by Starrat (2p@4d Shapiro and Stefkovich (2005) provide
valuable insights for analysing the ethical and ahassues during an interactional event (see
Chapter 10).
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3.6 Conclusion

This chapter has mainly drawn upon Foucauldian eptsc of power, space, discourse and
relations of power and has indicated how such atyais will enable us to look closely at social
practices and expose power relations, subjugatedvikadges and how power relations shape
interactionslt allows us to see the familiar in a fresh light. The concepts of surveillance, gaze,
normalisation, and discourses throw new light on to the discipline and practice of leadership
and management, exposing its power relations, and its pervasive effects in shaping the

ethical decisions made.

Without critical reflection and attention to poweelations, school management could easily
become inward looking and give inadequate attertboparents, learners and other stakeholders.
Foucault sets up a framework of critique that eesbie to challenge the taken-for-granted
practices in school management and leadership amd they see and think of the learners.

Foucault’'s work has been criticised for failureatddress the gendered nature of domination. His
approach to power can be criticised in highly argtic/ patriarchal contexts. Best and Kellner

(1999) also criticise the individualistic naturetn$ analysis. He emphasises the ‘self’ as thetagen

of opposition- thus his failure to theorise theledtive action in modern societies.

In the next chapter | will explore frames of meanwihich actors draw upon. This is the second of

the theoretical chapters.
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Chapter 4

Making meaning

Events and meanings are loosely coupled: the saweat® can have very different
meanings for different people because of differencethe schema that they use to
interpret their experience (Bolman & Deal, 19913

4.1 Introduction

In Chapter 5 | will explore the use of ethnograptechniques to uncover the meanings of
interactional events. By researching the perspect¥ cultural practices in the context of
leadership, | have tried to “discover the multipteeanings and effects of diverse cultural
practices” (Denzin, 2001, p. 60) in the researditinge How individuals make meaning of the
situations they find themselves in is critical tocavering discourses of leadership. Both symbolic
interactionism and subjectivity are important tlegmal and methodological perspectives for the
value they bring to meanings in an interactionangyv In this chapter, | explore how different
individuals perceive the institution differentlyading to how they construct meaning through
events, situations and interactions. The term ‘ylimlnteractionism’ originated from Herbert
Blumer (1969) and refers to how meaning derivedhfsmcial interaction is central to how people
act towards things. An example might be in theradBon between an educator and learners on
caring for school property — the meaning derivedravidual learners from such an interaction
will determine how the learner will act towards &ch property in the future. Through
interactions, individuals create the symbolic dinues that make life meaningful. According to

Blumer (1969), meaning is central to human behaviou

The theoretical developments around subjectivitsfased much later, and they refer to our
individual consciousness or perception about actements and ideas. In this chapter | explore
both the constructs of symbolic interactionism autbjectivity from various perspectives and
tease out useful concepts from both these theatgi@sitions that would be useful to illuminate
the data of this study. These concepts are fraraadcuiry statements that are used to examine

the data and are depicted in figure below:
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People act towards
things based on the

meaning those things
have for them(Blumer
1969

Selves are social
products

Mead (1934); Goffman
(1959)

Symbolic /

interactionism

Subjectivity
The effect of discourses
on subjectivity

The effect of

subjectivity and
discourse on identity

The influence of context
and agency on
subjectivity

The effect of ideology
and space in the
formation of subjectivity

The effect of power
relations on subjectivity

Figure (iii): Analytical tool used to understand aréng-making

4.2 Symbolic interactionism as a methodological td and theoretical orientation

Herbert Blumer is considered the founder of symbatiteractionism. He coined the term

symbolic interactionism even though Mead (1934)tearabout symbolic interactionism much

earlier. Meaning, language and thought are thrgeekements of Blumer’'s concept of symbolic

interactionism. Human behaviour is determined ke rtieanings people make of objects, things,
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individuals or events they find themselves in. Baurl969) stated that when in conversation with
others, an individual will identify meaning. Thiseaning is negotiated through language in the
form of words, symbols, thoughts and actions. piloeess of cognition modifies the individual ‘s
interpretation of symbols, actions, and words. KHéerates that when humans communicate, it is
not just based on the interaction-reaction betwbenndividuals engaged in the communicative
process but also the meanings each individual bringand assigns to the exchange and may

result in modification of these meanings.

George Herbert Mead’s (1934) work took as a pointeparture that the individual self is a
product of social interaction. Mead’s contributitmthe debate on human communicative action
was that the self (object of a person’s reflectteasciousness) is significant in how meaning is
communicated. In Smith and Fritz's (2008) studymbwlic interactionism was used to examine
how individuals interact, focusing on the creatmipersonal identity through interaction with
others. Although action is not the original intentiof the self (Goffman, 1989), the interactional

event does shape the creation of personal identity.

Recognising Mead’s contribution of the reflexivéf,sBlumer (1969) argues that an individual’s
meaning is derived from their interaction with syftsorather than them reacting with pre-defined
meanings. In a similar vein of thought, Goffman29p. 21) argues that there are “defined areas
of presentation where one adjusts ‘self’ as signélshat is appropriate are given to the actor by
the audience”. In essence, Goffman (1959) was tabteemonstrate that the social self is created
as a representation of the society or audiencehtmnwone must perform. Therefore, Goffman’s
(1959) contribution to the sociological discoursesymbolic interactionism is in how he was able
to outline a framework in which individual behaviewcan be viewed outside the self (individual
frameworks) and in the context of sociological feamorks. Action can now be seen as a result of
society and not the internal workings of the indual, which means that society, can affect an
individual in a manner that creates behaviours @natdisharmonious to the inner self of the actor.
Society could now be responsible for actions thatewonce only the responsibility of the actor
(Goffman, 1959). This perspective, used in thiglgtumplies that the actions of leaders must be
viewed against the backdrop of sociological frameéssdpolitics, micro politics, environment,

and context). This emphasises the aims of symlaigractionism- namely to do away with the
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conception of social structures as existing outdflénteractional practices that characterise

society.

Symbolic interactionism also defines how groupactiakes place. Marko (2004, p. 26) explains,
using the work of Mead:

Fundamentally, group action takes the form of &nfit together of individual lines of
action. Each individual aligns his action to théi@t of others by ascertaining what they
are doing or what they intend to do - that is bitigg a meaning of their acts. For Mead
(1934), this is done by the individual taking tloderof others. According to Mead (1934,
p. 23), “in assuming such roles the individual setekascertain the intention or direction
of the acts of others. This is the fundamental wawhich group action takes place in
human society.”

This happens frequently in stafffSMT meetings wherposition on an issue is caucused
before/during a meeting. Symbolic interactionisrmag only a theoretical perspective but also a
methodological approach. Madison (2005, p. 46) sarsas symbolic interactionism as a method
of analysis:

...that describes human beings as products and peoxlo€ symbols. These symbols are
constructed and reconstructed, whereby meaningsn@anings of those meanings) form
social processes that guide human behaviour aneriexges, and whereby the complex
interlinkages of acts that comprise organisatianstitutions, division of labour, and
networks of interdependence are moving and noicsafflairs. Although there are larger
structures or system principles that govern sdif@li.e., capitalism, sexual norms, ethnic
hierarchies, ecological determinates, etc.) the b®hm interactionist places primary
emphasis on the explanations and interpretatiobesfe systems by social actors and the
respective points expressed that describe theisitua
Symbolic interactionism is also a branch of ethapyy. As such it interprets behaviour as a
product of community life and other sociologicarfreworks. Symbolic interactionism does not
focus on meta-narratives but explores the mearasgw's assign to actions and objects and how
these meanings construct our social realities.us$ ssymbolic interactionism has been criticized
for not being able to deal with social structurd amacro-sociological issues such as the dynamics
of power (Fine, 1994), the nature of conceptualWiedge and the theory being too broad.
Symbolic interactionism has also been criticiseafra psychological stand-point (Nelson, 1998)
which disputes the assertion that meanings ariseé®fothe interaction between people, rather,
meaning is already established in a person’s pdggloal make-up. The approach taken in this

study is to consider both the standpoints whenystgdhe interaction.
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This study has factored relations of power into ititeraction process. The theory of symbolic
interactionism has particular value for this studythat it provides a firm foundation to make
sense of meaning, language and action during ottereal events in school. The study sought to
explore how leaders come to each encounter, howirgasactions influence present interactions,
how leaders adapt themselves to fit the topic dised and the people they are interacting with
and how leaders change according to what happess interactional event. Leaders’ interaction
within a reference group, for example the SMT, kdlgo understand how the culture of the
school is defined by the consequences of the actdnndividuals on the larger school group.
Through various interactions one forms relatiorisa@er 9 shows how these relations play out in
four relations of power. Therefore, the conceptsuddjectivity and discourse are useful additions
to symbolic interactionism. Since | am employingltiple constructs to look for meanings in the
interactional events, the concern for the dynamicpower is sufficiently addressed. Symbolic
interactionism uses a bottom up approach. The yhefosubjectivity is useful in moving beyond
symbolic interactionism to also look at the seff.addition, the theory of subjectivity looks at the

macro issues.

4.3 Beyond symbolic interactionism: theoretical deslopments in subjectivity

4.3.1 Introduction

The concept of subjectivity has its roots in vasidbeoretical perspectives. In post-structuralist
terms, subjectivity reflects our ways of knowingoab ourselves-in-our world (MacNaughton,
2000). It describes who we are and how we undedstanselves consciously and unconsciously.

Subjectivity is also an individual’'s awareness @nsciousness of themselves.

In Marxism, individual subjectivity is linked to paalist ideals that deny human agency. The
Marxist perspective understands subjectivity agaalyrct of historical relationships, the uneven
distribution of power in society, and capitalismhel question of whether subjectivity denies

human agency is not argued by all Marxists. Itrig/an the most extreme structural branches of
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Marxism that there is a denial of agency; Marx tathbelieved in the revolutionary power of the

working class which suggests that there must be@ge

In social sciences, subjectivity is an effect ofatiens of power (Foucault, 2000). Our
understandings are sometimes referred to as sivgieghen they are distorted by our personal
biases. MacNaughton (2000) argues that our subijgcis formed by social constructions of
gender, race, ethnicity etc. She uses as an exaofipl®w female subjectivity would have
particular perceptions and interpretations thay damales would have of the world. Mansfield
(2000 cited in Edwards, 2000, p. 1) traces the megarof subjectivity by distinguishing between

the subject and self:

Although the two are sometimes used interchange#idyword 'self' does not capture the
sense of social and cultural entanglement thahicit in the word 'subject’: the way our
immediate daily life is always already caught up domplex political, social and
philosophical-that is-shared-concern.
These social and cultural entanglements are evidenChapter 6 when | discussed the
subjectivities of the principal. From a feministspatructuralist perspective, Weedon argues that

subjectivity is socially produced:

The assumption that subjectivity is constructedliespthat it is not innate, not genetically
determined, but socially produced. Subjectivitpieduced in a whole range of discursive
practices: economic, social and political- the neg® of which are constant struggles
over power. Language is not the expression of wniopdividuality; it constructs the
individual's subjectivity in ways, which are sobyalspecific. Moreover for post-
structuralism, subjectivity is neither unified rnfored. Unlike humanism, which implies a
conscious, knowing, unified, rational subject, pststicturalism theorizes subjectivity as a
site of disunity and conflict, central to the pres®f political change and to preserving the
status quo(1987, p. 21)
The range of discourses circulating in the econpsocial and political practices of institutions
creates conflict and disunity. This conflict expeged by individual subjects is an important
thread in this study. This study examines how aecinfhrises through either resistance or
compliance with policy, for example the integratashlity management system (IQMS) policy.
This causes conflict in the appraisal rating of cadars (see Chapter 7). | also explored the
conflict between the official policy discourse atigde discourses of the management and

management practices. Similarly, Hey (2000) explosg¢es of conflict in a study on teenage

57



pregnancy amongst young women and the subjectvitiened by these women. A major finding

of the study shows that government policy and trarmaunity (based on traditional gender roles)
are out of sync with the aspirations of these yowognen (with liberated views on parenting),

resulting in sites of conflict and disunity. Bullekenway and Hey (2000) show in their study of
teenage pregnancy how subjectivity is constanttpmstructed by a number of factors, including
individual, institutional, political, cultural, eimonmental, and social factors. They argue that in
dealing with teenage pregnancy, interventions &al they portray the female in traditional

concepts of motherhood and romance. A pregnantléeteanager receives political, social and
cultural disapproval and censure. Therefore fensalbjectivity needs to be reconstructed to
consider sociological frameworks that form and rddeimale subjectivities. In this study, this has

implications for females that are part of the SM&g Chapters 8 and 9).

Kenway, Willis, Blackmore and Rennie (1994, p. 86pw how language and discourse shape

subjectivity:

We see post-structuralism as theory which acknogdsddiscourse and practices of
struggle and resistance, which recognizes the dyniawerplay of social forces, and which
therefore can readily be deployed as a thedrgnd for changePost-structuralism is a
term applied to a very loosely connected set oésdabout meaning, the way in which
meaning is struggled over and produced, the weiydtilates amongst us, the impact it has
on human subjects, and finally, the connectionsvéeth meaning and power. For post-
structuralists, meaning is not fixed in languageother cultural symbols or in consistent
power relationships. It shifts as different lingigsinstitutional, cultural and social factors
come together in various ways. Meaning is influehbg and influences shifting patterns
of power. And finally, it constitutes human subjeiy which is, again, regarded as
shifting, many faceted and contradictory.

Kenway et al draws attention to how meanings are struggled awer produced. One possible
explanation for this is offered by Ball, MaguiredaMacrae (2000) who argue that subjectivity as
a personal value (like honesty and integrity) mayiriequitable in its distribution. Linked to vast
inequities in wealth, class and resources in Sdftican schools, this perspective locates
subjectivity outside an individual’'s control. Suttigity is therefore located in larger institutidna

and social forms.

58



In Walkerdine’s study in the UK, it was found ttgitls from the middle and working classes
controlled their sexuality differently. The sexuall image of working class girls was presented as
having “latent pathology” whereas middle class sgipportrayed a “super-girl identity”
(1997,p.199). As argued by Badt al (2000), subjectivity is located in larger institutal and
social frameworks. Subjectivity is therefore a ctempconstruct and each perspective adds new
meaning to the concept of the subject and the wmawhich subjectivities are formed. In the
discussion that follows | present various perspestion subjectivity and how subjectivity is
formed and conclude this chapter by drawing on @hperspectives that would be useful to

illuminate the data for this study.

4.3.2 The effect of discourses on subjectivity

Discourses have been discussed extensively in €@h8pBecause discourses are perpetuated by
social structure and practices, when deconstrutitecanalysis will reveal alternative readings and
multiple and shifting subject positions. In lookiagdiscourses of sustainability, Palmer indicates
that discourses “come and go, evolve, disappeacaculate freely once established. That is, they
emerge in certain periods and may disappear latgrersist as a way of thinking for a long time”
(2003, p. 18). Palmer (2003, p. 8) cites the wdrkaucault in how a discourse circulates:

Foucault (1973) has provided an example of suclseodrse in looking at the current
medicalised understanding of madness or insanitg. ifstitution of medical science took
over the discursive construction of madness froriegaeligious discourses as possession
by demons. Possession by demons is still knowalalayt available to the odd hash of
Hollywood films, but is no longer seen as validasrtruth.
An example of such a discourse is that of perfogeamanagement in the South African
education system. In the late 80s and early 90®atcmspectors were not allowed into
classrooms. The discourse of performativity disappe and was brought back in 1998 under

three different reforms on appraisal (see Chapter 7

A number of discourses sharing a common objectgeilts in a discursive formation. Foucault
(1972) states:

Whenever one can describe, between a number ehwats, such a system of dispersion,
whenever, between objects, types of statement,eptsicor thematic choices, one can
define a regularity (an order, correlations, posii and functionings, transformations), we
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will say for the sake of convenience, that we aalidg with a discursive formation (1972,
p. 38).

A discursive space may become complicated when rumediscourses conflict during
circulation and integration. How subjectivity insdourse is then formed? Davies (1989,p.233)
argues that we form subjectivity in discourse tigtodiour processes: “(i) learning to categorise
people, including ourselves; (ii) participatingdiscourses and practices that give meanings to the
categories we learn; (iii) positioning oneself inetationship to the categories and meanings given
to them; (iv) recognizing the position taken andogonally investing in the position taken”. It is
through these processes that people begin to uaddrghemselves in the world. These
understandings then form the basis for interactrith others. Davies (1992, p. 122) explains:

By subjectivity we mean here the particular waysminich a person gives meaning to
themselves, others and the world. Subjectivitaigély the product of discursive networks
which organize and systematize social and culfnadtices.

The study highlights how the principal’s subjedfviis formed through discourses when
interacting. Various interaction sets were ideatlfon the basis of an event, for example an event
regarding school admission. Questions that guidedanalysis were: How does the discourse
affect the individual's subjectivity? What discoesscirculate in the leadership space and how
does this influence subjectivity? Parker, Georgéizaper, McLaughlin and Stowell-Smith (1995)
show how discourses influence subjectivity and finenation of identity. They point to two
central elements of discourse that influence stibjgc The first is that discourses make certain
subject positions available and construct peopleolgiects, and the second is that identity
formation happens in this way as an individual rbaypositioned as an object and a subject within

a discourse.

There are three modes of objectification that Falic6l982) defines. In the first mode of
objectification, people are classified as subjext@ particular discipline; for example, in bio-
psychosocial discourses people are objectifieduagests of psychiatry and therefore mentally
imbalanced. The label of ‘patient’ implies abnorityalimbalance, and difference. According to
Rose (1990) this objectification positions the @attiin a field of relations of power, control and

governance, implying that only when the patientfspe seeks treatment will they return to
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normality and good health. In a school settingrriees are objectified as ‘deviant’, ‘abnormal’,

needing corrective behaviour.

The second mode of objectification is what Foucél982) refers to as dividing practices. Here, a
person is objectified through a process of exclusmo division either by himself or others.
Dreyfus and Rabinow (1982) state that this exclusian take place at social and spatial levels,
i.e. people are objectified by divisions of physispace. A typical example of this in the South
African context is how apartheid policies dividedople across racial lines to occupy certain
geographic areas. Self-subjectification is thedthinode of objectification where the self is

recognised as the subject.

Through these three modes of objectification, ped@come subjects of a discourse. Foucault
notes that there are two meanings to the word subjgubject to someone else by control and
dependence, and tied to his own identity by a dense or self-knowledge (1982, p. 211). For
example, in school discourses, a child that misbehds construed as a ‘deviant’ subject and as
objects of psychiatry (poor social behaviour). Théd is objectified as abnormal. The final mode
of objectification will result in a process of ssliibjectification where the child comes to

recognize him/herself as a subject of the discoanskpositions himself dsam the culprit.

Power and subjectivity are intertwined. Knowledgel ower are also closely linked. Expert

knowledge guaranteed positions of power. Palmelagxg

...the therapist gains their status, prestige andrgaby claiming access to expert
knowledges guaranteed by degrees and job positidms. knowledge is constructed as
true. This is why patients listen, even reluctanBy contrast, the expert knowledge of
madness in medieval times was theological, whigeGhurch, and the bodies of (religious)
law were the institutions which promoted and mairgd the discourse, along with the
special set of practices undertaken by those pnelkb exorcised demons.(2003, p. 6)

Therefore, the social structures (e.g., the Chiurd¢he above extract, the school in the case sf thi
study), power relations in the modern world, andspeal subjectivity are all critically constructed

out of discourse.
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4.3.3 The influence of context and agency on subjeadty

When a person does what is required of them (asteeby bending the rules) he/she activates
individual agency (McNay, 2000). McLeod (2000) wedkon the ‘12 to 18’ project in Australia,
aimed at analysing the construction of subjectiater time of two middle class children. She
focused on an individual's subjectivity and lifestury, and the ways in which broader social,
institutional and educational practices contributedhe formation of these subjectivities. She
used the study’s findings to conclude that some-gioscturalists run the risk of suggesting that
subjectivity is merely an effect of discourse. Rer, this is discourse determinism. In the present
study, the school management team display a vadktyocial categories through which they
understand themselves and their interactions witlers. Thus individuals that may be formed
subjectively in particular leadership discoursesehagency to reform their own subjectivity as
Ortlipp (2003) explains:

Although the subject in post-structuralism is sthgiaonstructed in discursive practices,
she none the less exists as a thinking, feelingestiand social agent, capable of resistance
and innovations produced out of the clash betwemrtiradictory subject positions and
practices (2003,p.125).

Longhurst (2003) and Mahoney and Yngvesson (1992udht attention to the politics of

subjection by showing the contradictory natureesistance.

The process of self or identity formation is linkedthe social, physical and spatial contexts in
which people interact demonstrating that contexsiggificant in the formation of subjectivity
(Thomas, 2002). People’s selves are formed byimglab their contexts during interactions.
Therefore, subjectivity is shaped by the environir{®ondi and Davidson, 2003). The subject is
produced within contexts, and its agency is at a@mabled and constrained by those very same
contexts (Davies, 1993). Schools are places whénjedtivities of both learners and educators are
constantly changing and contested. In Chapter 8 pitesent study shows how learners’

subjectivities are constructed by notions of a @jdearner.
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4.3.4 The effect of power relations on subjectivity

In Chapter 4 | provided a discussion on the retetiof power from various theoretical

perspectives. In this chapter the discussion isneldd to explore how power relations inform the
notion of subjectivity. Foucault (1981, p. 23) sagty that power is “internalized in self-

monitoring, self-knowing ways, that it has comeb® implemented and applied through the
production of subjectivity”. Subjectivity represerithe diffusion of power throughout the social
field. What we are is very difficult to separatet dtom the effects that power has upon us”
(hooks, 2004, p. 12).

Butler (1997) views subject formation as both aanent of subordination and domination,
concluding that subject formation based on relatiohpower is paradoxical as illustrated in the
extract by hooks (2004) below. She claims that Ralis account of subjectivity does not explain
how a subjected subject is formed and maintains tthe psychic form of power needs to be
analysed, and this will bring new insights to thiea@hment of power which is an element of
subject formation. Hooks suggests that Foucautitgon of disciplinary power

Not only objectifies individuals (makes them obgeof forms of categorical knowledge),
but subjectifies them also (generates individuajzknowledge about them) as noted
previously. An imperative of disciplinary powertsensure that its subjects adopt subject-
positions in which reflexive, self-surveilling rélanships are created and enforced. (2004,
p. 12)
This self-policing quality is exemplified by Fouda(l977) in the figure of the Panopticon (see
Chapter 4). The ultimate goal of this subjectiongesss is normalisation. For the purpose of this
study, one of the more overt and illustrative exesf a normalising mechanism that works in

the manner in which the school deals with, is gisoe (see Chapter 9).

Foucault’s pluralist theory of power, also usefulinalysing patriarchy and subjectivity, has been
criticized by feminists like Weedon (1987, p. 125)that it does not explain the “differentially
weighted structural relations” in society. She agdurther that Foucault's notion of power is
both repressive and productive. It does not take exccount certain positioning based on
dominant frameworks of power. She also finds itopgmatic that Foucault reduces resistance to a

micro level intervention, whereas power is seeia asructural constraint. Nightingaleth’s (2006,
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p. 6) definition of subjectivity explains the wayswhich individuals are categorised “into subject
positions such as race, sex, class, or gendereB{1i997) shows gender as an excellent example
of this. Defining a subject position ‘woman’ is hlg problematic, but those defined (at birth) as
biological females are swiftly recruited into, aimd it very difficult to escape, subject positions

that are constituted around notions of ‘woman’.

Many feminists have “recovered” subjectivity thrbugeflection and the re-examination of

Foucault’'s notion of power. His notion of powertstathat power is not possessed by any
individual (be it male or female). Murdoch’s (2008udy shows that women’s experiences of
power exerted by men suggests male domination,hWAleedon (1987) argues is more than the
product of discourse. Therefore, a feminist readafigsubjectivity is useful in highlighting

patriarchal subject positions taken on by femaled how norms of society reinforce these
positionings. Butler (1997) argues that this positg is related to the formation of selves and

identities.

4.3.5 The effect of ideology and space in the forrti@an of subjectivity

A number of writers have explored the effect ofoldgy (Foster, 1993; Therborn, 1993) and
space (Nigtingaleth, 2006; Longhurst, 2003; Bonatl ®avidson, 2003) on subjectivity. Foster
(1993) notes that ideology is closely implicatedthie formation of human subjectivity, to “the
internal experiencing of a person although the actmechanics’ of such processes of
emotionality and subjectivity are not explored. Miwen’s suggestion, similarly, that ideological
systems are continually supported by an ‘ever-arggdormation and reformation of subjective
identities” (1993, p. 57).

Nightingaleth (2006, p. 2) claims that subjectivityist be understood as intertwined with space
and both subjectivity and space are “interactive mnutually constructed”. A network of relations
and interactions in the physical, emotional, pcditi and social space sustain subjectivities.
Theoretical perspectives in feminist geography shiwsvrole of relations of power in producing
space, place and subjectivities (Rose, 1993). hNigteth (2006, p. 3) contends that “this work by

Mackenzie and Rose (1993) has not explored issfidsoendaries and how the boundaries
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between self and other are implicated in the pseEe®f subject formation. More recent work on
subjectivity and space brings to the fore questiohdoundaries and how subjectivities are
bounded by and in turn bound space and place (Losgt2003, Bondi and Davidson, 2003)”.

4.3.6 The effect of subjectivity and discourse omléntity

How is an individual's identity and subjectivity laged to their thinking and acting? As an
example, when an educator does not attend a staffrdising activity, there is an interaction
between the social and individual contributiontimking and acting, the social meaning censure
received from superiors and parents and the indalicheaning self-censuring in terms of his/her
responsibility and duty. Billet and Pavlova (2004 3) postulate that our understanding of actions
“centres on the interdependence between the sdoaltural demands and situational
requirements) and individual (e.g. intentionalitydaagentic action) contributions to thinking and
acting”. One’s worldview is related to who we thiwe are and how we position ourselves in the
world. This is shaped by the cultural, social, p®jogical, and politic processes we interact with.
Therefore, subjectivity is linked to power, langaagnd identity and how individuals interact in
their environment. Giroux (1992) see schools aaegpwvhere subjectivities are formed:

....the relationship between knowledge and powenayaed as part of a wider effort to

define schoolsgnd universitieas places where a sense of identity, worth, assipility

is organized through the interaction among teachstglents, and texts. Accordingly,
schools are analyzed as places where studentstandtced to particular ways of life,

where subjectivities are produced, and where naeglsonstructed and legitimated (1992,
p. 87).

Subjectivity is made up of an individual’s multiplgositioning (the guard in the tower is
positioned as a ‘surveyor and the one being uridelf-surveillance’) and identity. Or an
example, in the school situation, the staff develept team chairperson coordinates the IQMS
appraisal system and in turn is also subjectechéosame system. This is illustrated by the
exemplification of normalisation as illustrated the use of the Panopticon by Foucault. Butler
(1997) takes a contradictory view and argues thjestivity is not dependent on identity but on
the correct enactment of social norms and convestiocated in discourses. Francisco, Baumes
and Chen (2006, p. 4) on the other hand, see sidifjeas “similar to identity, personhood,

standpoint, and figurations that signifies the nsanim which individuals are driven to make
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meaning and take action through the manipulatich regotiation of feeling or emotion. Such
processes are inherently cultural and thereforairegn analysis of how these ‘inner states’ of

individuals are shaped by cultural and social $tnes”.

Butin (2001) cites Dolby’s (1999) ethnographic imggs in multiracial schools in South Africa.
This inquiry assisted in advising curriculum deyss on new and emerging forms of identity
that can be envisaged among South African educaods learners. Learners and educators
positioned themselves as players in the unfoldiagative of the post-apartheid South Africa.
Dolby (2000 cited in Butin, 2001, p. 29) shows hte discourses of a classroom can be
interpreted through its interaction with outsidects that shape students’ lives and perceptions’.
Similarly, in this study (Chapter 6) we see how pecipal’s identity is shaped by apartheid
discourses.

4.4 Conclusion

There are many different perspectives on subjegtwhich is neither individual nor universal due
to the presence of complex, context specific netwalr factors. This chapter has shown that
different perspectives on subjectivity imply a vidwat human action is diverse and collective. A
complex network of social, economic, geographiditipal, and cultural factors influence how a
person articulates who they are. To view the pcastiof schooling as a site for the development
only of academic, technical and cognitive skillsnisleading. The school is a site where learners
and educators are actively involved in making meguaf their experiences of discourses, texts
and hegemonic practices. This view of the praaticechooling enables one to analyse the effects
of power and power relations at the site of itsrapens- in relationships and positioning of

individuals in discourses
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Chapter 5

The ethnographic method and techniques

In ethnography, the most acute dilemmas relateata dollected in informal settings, or
about non-formal aspects of organisation life. fdy example, a key member of staff,
responsible for upholding corporate values, expeesgrivate reservations and concerns
after a drunken night out, is it the responsibilitythe researcher to report this or discard
it? Are these data unreliable or the most reliab(Bwdley-Duff, 2006, p.18).

5.1Introduction

My history in education and teaching brought meo imumerous encounters with school
leadership. This study makes sense of some of #resminters/interactions. | needed an approach
to discover “systems of meaning within a cultur@®idley-Duff, 2006, p. 12). Through an
ethnographic approach, | was able to observe theosrincipal and his management in their
natural setting (the research site - the schoal)dé&velop ethnographic scholarship within this
community (the school and its stakeholders) | fedusn key elements to the ethnographic
approach: value system, worldviews, social normalpos, system of rewards and punishments,

legal and political frameworks and ethical dilemn{@lso see Chapter 10).

Having chosen ethnographic technigues as methoidalagols, | explored theoretical constructs
that would best complement such an approach. Ithéwry chapters, Chapters 3 and 4, | explored
how power, discourse, ethics and subjectivity ptedirichness to the ethnographic data collected
and in turn enrich these constructs. For an examplinis study | used ethnography to provide a
methodological framework for studying the culturfetlee school setting, and for uncovering the
value systems, hegemonic practices, systems ameégs®s. Discourse analysis and ethnography
complement each other as the meanings and intatioret of activities of the researched group,
such as the SMT are uncovered. Using both discama$ysis and ethnography in one approach
enabled me to gain a deeper understanding of thaewf the group by engaging in the texts and
the meanings from the cultural context. This apgholinks the meanings in the text to cultural

practices and relations. Ball (1994) makes the tptiiat ethnography “provides access to
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‘situated’ discourses and ‘specific tactics’ ancegse and ‘tenuous’ power relations operating in
local settings” (p. 2). In describing how the atialycodes were formed (section 5.6.2) | have
shown the relationship between ethnography anddise through key questions that were posed
to the data, for example, how are personal expesemfluenced by the discourse of power? How
are indigenous meanings and experience in oppositodominant discourses? How does the
socio-historic context influence the leadershipcdisse? Thus, the two approaches are

appropriate for this study as they inform each iothe

5.2. Why ethnographic techniques as methodologictdols?

I come from a science background, having taugha Siiences and Natural Sciences for 24 years.
This research falls broadly into a qualitative plégen employing ethnographic techniques as
methodological tools. An ethnographic approach geticular value for this study as the school
principal can be observed in his natural settinges@ell (1998) describes an ethnographic
approach as interpreting and describing a cultaraocial group. Expanding on this definition,
Taylor (2002) identifies three actions found in elhnographic research: firstly, the researcher
produces a research text by studying individuads/gs, their lives and their cultural setting;
secondly, the text that is produced is full andnueal and not simplistic and reductive; and
thirdly, the researcher constantly contextualisesrtwork with the latest debates in the field of
ethnography and qualitative research. Ethnograghy process demands lengthy observations of
individuals and groups. The main research tooldduwas participant observation which | was
able to do because | was immersed in the day tdidss/ of the participants in the study and could

be a participant observer (‘fly on the wall’) iman-obtrusive manner.

The term participant observer aptly described sl doie of being an educator at the school (part
of the ethnographic field) and a researcher. Howeliese roles were not so clearly defined when
| was acting as the researcher. For example, astiime interaction process was between me and
the principal with him knowing that | was acting asesearcher but he expected me to act as an
educator of the school. Some participants alsoagdane to resolve issues that they experienced
in school. Whilst having many casual conversatiwith the staff members, some of them wrote

copious notes referring to issues that affect tipensonally at school. At times my position and
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distance as an ethnographic researcher were tastédvas tempted to agree or disagree with
whatever was uttered. There was conflict that | feadieal with, whilst maintaining a cool exterior
of an objective ethnographic researcher. | porttayg/self as being a “fly on the wall” to the
participants although | felt deeply for their conte Furthermore, | had subjective experiences of
my own. | bounced these concerns off with a ‘caitifriend’ who constantly reminded me that
wearing two caps (researcher and educator) in dheesschool was not an easy task. | had to

make psychological shifts when the context changed.

Gaining Access

The principal was supportive of the research pmeesl made it extremely comfortable for me to
gain access to the other participants. He reasstaffdvhenever | was present in his office as the
extract below shows:

Principal: Do you want to see me- come in- don’t worry aldduKarikan, he is doing an
observation. He is observing you also- no reallg ppart of his study. If anything is
confidential you got to tell me- he leaves and traes back- don’t worry if its personal he
will leave- no hard feelings.

Educator:l don't think it's personal.

Principal:It's part of his studies to listen to us to how magement takes place, to how
leadership takes place- so if you are comfortabte, fine (principal in his office,
22/08/2006).

| particularly enjoyed my observations with thengipal as a ‘fly on the wall’. Once the principal
made a joke about the danger of me being swattetl,ha reminded the participants that this
particular “fly” posed no threat to them. The fdlcat he called me a fly deemed to limit their
misgivings (albeit not completely) about my presenglthough | had the full support of the
principal, some educators viewed my presence witpision. This did not compromise my
position. Prior to my study, | had a few altercaovith some members of the SMT. However,
most were actually quite at ease in my presence. principal also allayed the fears of most
educators. | reinforced his efforts in three wdyrstly, | have a long history in the school and |
would like to think from my interactions with staffat | was perceived as trustworthy. Secondly, |
gave them my written and verbal assurance that ameinymity would be assured and thirdly, the
study had no intention of looking for “personal lfaly or judging them as “good” or ‘bad”
educators/SMT. Needless to say | enjoyed this backind support from the principal. The
richness and volume of data | collected was asaltref his influence. In many interactions with
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the principal, | was the only other person presemd very often he spoke about incidents of the
week and gave his philosophical take on many is€Dae of the SMT members was particularly
averse to my presence and especially the tapedecduring his interaction with the principal.
Before he spoke to the principal he often askednt@e principal: “Is that thing on? No, no Mr
M.., ask him to put it off.” He was rather adamabbut this and insisted on me switching the

recorder off.

Fieldwork

| engaged in extensive fieldwork which sometimeskthours as the principal has a penchant for
speaking his mind on a range of topics especialigmhe had a captive audience. To collect data,
| used observations, interviews, and document amaljo develop a portrait of the main
participant in the group (principal). The field @yuwas not a single method, gathering a single
kind of information; rather, | employed six diffetemodes in this research: document data (for
example, policies regulating teacher/learner cofdpiincipal’s log of events, daily notices);
participant observation to describe incidents; imfant interviews to learn institutional norms,
perceptions and statuses; reflective diaries kgpgBMT members; researcher tape recordings of
interactions; and casual conversations. Casualarsations took place at unexpected moments
during the research process and were useful famgulation of the rest of the data. | made notes

on the casual conversations to capture these ati@na in greater detail.

Not all insider accounts are provided by informargsponding to an ethnographer’s questions:
they may be unsolicited (Hammersley and Atkins@85). For example, Hammersley found the
staffroom of a school he was studying an extraardinrich source of teacher accounts. Similarly
in this study, the principal’s office was the site these unsolicited accounts as they unfolded.
Permission was sought to observe and record thgsirethe principal’s office at key moments in
the day, for example, before school began. A Igvgd of the verbal interaction was tape-
recorded. As time passed during my data captutibggan to realize that to conduct a successful
ethnographic study required a certain level ofmiatty with the participants. | was often to be
found in the principal’s office in the mornings whéeachers came in to sign the attendance
register that is kept just outside the principalffce doorway in full view of him. The frequency

of my presence in the principal’s office or in hmmpany at the school gates was deemed by some
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of my colleagues as excessive as they passed drnintesese when | joined the staff during the
breaks. My presence with the tape recorder duntgactions became increasingly acceptable as

educators became more comfortable.

Two types of ethnography (institutional and critiethnography) were explored to provide deeper
meaning to the interaction sets. Institutional etimaphy, originally developed by Smith (1978), is
different from traditional forms of research astéinds to uncover forms of oppression in
institutions. The starting point for the ethnograpis the personal experience of individuals in the
institution and how these personal experiencegjaverned by the institutional power relations.
This approach is useful in linking the micro-leal everyday personal experience in school
practices with the macro-level of institutions.@hapter 8, | show how these relations of power
regulate the experiences of learners, educatorsh@8MT by treating the data as a point of entry

into social relations to uncover institutional powelations.

The ethnographer has to be committed to understantt convey an understanding of the
participants as if s/he is walking in their shokkwever, s/he must also attend to how the
participants themselves say it ought to be, typidavestigating actions and beliefs in a number
of categories of human behaviour” (Wolcott, 197513). Ethnography also implies that “I cannot
cut off what | already know. | cannot amputate klemlge. No one can” (Bhana, 200gers.
comm). Therefore my interpretation of events is coloulbyy my knowledge and experience of
such events. This is made explicit in the analgsidion of this chapter. The critical ethnographer
also “takes us beneath surface appearances, dighgstatus quo, and upsets both neutrality and
taken for granted assumptions by bringing to lightlerlying and obscure operations of power
and control” (Madison, 2005, p. 12). Critical etlgna@phy begins with an “ethical responsibility to
address processes of unfairness or injustice wahparticular lived domain” (Madison 2005, p.
5). A key assumption of critical ethnography istthd action is mediated by power relations
(Mills, 2006, p. 68).

Fine (1994: cited in Madison, 2005, p. 8) outliti@®e positions in qualitative research which link

closely to ethnographic research:
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()The ventriloquist stance that merely ‘transmits’ information in arfodf toward
neutrality and is absent of political or rhetorisénce. The position of the ethnographer
aims to be invisible, i.e., the ‘self’ strives tee mon-existent in the text; (i) the
positionality of voices is where the subjects thelwes are the focus, and their voices
carry forward indigenous meanings and experienkbast dre in opposition to dominant
discourses and practices. The position of the eftapder is vaguely present but not
addressed; (iii) thectivism stance in which the ethnographer takes a cleaitiguosn
intervening on hegemonic practices and serves aadaacate in exposing the material
effects of marginalized locations while offeringesthatives.

This study has used the first two approaches iingdryto unearth hegemonic practices.
Positionality is an important concept that shows lome positions oneself in the research process.
For Madison (2005, p. 7), “positionality is vitabtause it forces us to acknowledge our own
power, privilege, and biases just as we are denogrthe power structures that surround our
subjects. A concern for positionality is sometinueslerstood as ‘reflexive ethnography'- it is a
turning back on us”. This can have a transformagfkect both on the researched and the
researcher. As time passed in the field, |1 found omyn subjectivity constantly evolving. |
persistently exerted my presence in the fieldwarlam ethnographic ‘I’ by distancing myself from
the analyses and being as transparent as podsililee field | created forms of ‘out-sidedness’.
These took the form of the instrument | used faording conversations and observations, sitting
in an SMT meeting when | had no legitimate groutalbe there, and being a fly on the wall at
staff and SGB meetings. Even though | could paudita in a staff meeting, | created this distance
believing that it would give the participants iretbtudy the license to consider me an outsider. |
was forced to switch from insider to outsider a®mtinued with normal teaching in between data
capture. | spent many hours questioning my legitynaf conducting research amongst my own,

and in my own setting, and in the area of managémen

Being a level 1 Master Educatofand as an outsider, | removed myself from thealisses

around management and leadership, while being fiden| found myself being influenced by
management and leadership styles and practices. pitii me in an uncomfortable yet unique
position of being privy to information that Level dducators do not have, especially the

discussions held at SMT meetings. | found that@®dressed in the field, the fieldwork became a

3Master Educator is an educator that has chosereargaathway of a specialist in a subject rathan fhrogressing
towards management.
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“deepening of the familiar rather than a discovefythe other” (Chawla, 2006, p. 12). My

experience gave me an insider sensitising framewttkwhich | gained deeper understanding of
leadership culture and authority frames in thigdgtuAs the participants in the study revealed
details of their own socialisation, these famiti@s resonated with my own socialisation around
marriage, material wealth and security, respect dothority, etc. These shifting subjective
experiences | encountered, over the period of thdys(six years), provided a “case of the

ethnographer’s positional travels in one contegtfigwla, 2006, p. 13).

53 The research context

The understanding of interactional events is gyeatlhanced by the broader knowledge of the
culture of the institution. This creates the macootext and serves as a backdrop for interactional
events. The research study was undertaken in my smhnol (Primrose Secondary School) in
KwaZulu Natal. Learners admitted are from a varigftygocio-economic backgrounds but largely
from the low socio-economic to unemployed backgurhe school opened on the 1 December
1982 but the learners enrolled on the 18 Janua®g.18ince opening, the school has had eight
principals. The school is classified as a publicost. According to SASA (1996, p. 6) “every
public school is a juristic person, with legal ceipato perform its functions in terms of this Act.
Under the apartheid dispensation the school wassifled as a House of Delegates school that
admitted predominantly Indian pupils with a full eplement of Indian staff. The research
participants are the school principal (Indian matejp deputy principals (an Indian male and an
Indian female) and six Indian heads of departmdfite of which are male). The staff
complement during the study was 36 with 12 malet 24 females. The school is peri-urban,
well-resourced and admits learners from diverseurail racial and ethnic backgrounds. The
school has a strong religious and cultural ethasstrongly upholds values of religious tolerance
and inclusivity. Prayer meetings are organisedlasd by learners in various religious disciplines.
The school is considered to be a functional schygdhe DoE as it achieves a matriculation pass
rate of between 95 to 100%.

The school is classified as Quintile 5 ranking ackives about 5% funding from the state and is

expected to raise the other 95% of its budget. Anfida 5 ranking is based on the poverty index
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with a Quintile 1 ranking as the poorest of theagds in South Africa and Quintile 5 being the
least poor. However, the ranking system has beanilgeeriticised for it does not take account of
the fact that learners do not necessarily livehenitnmediate vicinity of the school. Thus, as ia th
case of Primrose Secondary School, many schools mayanked as Quintile 5 but draw a

majority of their learners from poorer communitegsome great distance from the school.

The average number of learners enrolled in thedabwer the years 2006-2009 was 1,200. This
allowed the school to qualify for various positiopaid by the state: a principal, two deputy
principals and five heads of departments (HOD).s&h#®rm the SMT. These HODs are subject
heads of science, language, humanities, commerdeteammnical. The SMT take decisions on
management issues and the school programmes xagijrations, time-tabling, discipline. They
also provide instructional leadership on the cuttim and play a significant role in the educator
appraisal system. The governance structure iISG® and the structure that represents learners is
the Representative Council of Learners (RCL). Ebast are held annually to select the RCL
representative of every class. These represengatinen select the RCL executive. The term of
office of the RCL is one year. The SGB is electedd three year period. The principal calls a
meeting to elect the parent component of the SGlBes& comprise the SGB executive (8
members) who would form sub-committees to addres®ws functional areas. The Chair of the
SGB is elected from the parent component. Two stgffesentatives (a level 1 educator and a
member of the SMT) are elected by staff to sit lom $GB. The principal is elected as an ex-
officio capacity on the SGB. Two executives from RCL also sit on the SGB albeit with limited

powers (see Chapter 8).

Various factors that determine the particular aeltaf Primrose Secondary School, such as the
discipline practices, staff relations, differingewis on authority, learner's behaviour, staff

commitment to delegated tasks, management stgehiteg and learning are examined in the data
analysis chapters. Inclusion, as one of the priesipf social justice, has been fore-grounded as a
key agenda concern at the school. Since 1992 RarBecondary has opened its doors to learners
of all races. In 2007, the first African educatasnappointed at the school. Transformation of the
staff in the area of race has happened at a mweteslpace than transformation of the learner
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population. Expressions of inclusion manifest ftgela variety of activities and forms other than

admission and appointment.

5.4 Profiling the school management team

Table (iii) below reveals that all members of masragnt have over 20 years of teaching
experience with the majority having less than l@ryef management experience. This indicates

that the rise to management is a slow process.

Table (iii): Profiling the School Management Team

Designation Gender| Race | Qualifications No of | No of years at| No of yearsin| No of years in
years Primrose management | management at
teaching Secondary Primrose

Secondary

Principal M | BA, Diploma in Public Admin| 21 11 17 11

Masters Public Admin, Dipm

in HR Management

DP: 1 F Undergraduate Diploma 29 26 9 9
Education (UDE), Further
Diploma Education (FDE)

DP: 2 M I B. Paed (Comm), B.Ed, 29 7 8 7
B.Com(Hons)
HOD: Science] M I UDE, FDE 25 25 7 7
HOD: F I Diploma in Education, 25 3 3 3
Language Diploma in Ed Management,
BA ,M.Ed
HOD: M I BA, B.Ed (Hons) 24 20 20 20
Humanities
HOD: M | B.Comm, B.Comm (Hong 29 26 9 9
Commerce B.Ed, UDE
HOD: M I Junior Secondary Ed, FDE, | 29 9 9 8
Technical B.Ed, Diploma in Architecturg,

Certificate in Advanced Design
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5.5 Selection of the research site and sampling

The unit of analysis is the interactional eventsolaing the principal and/or his SMT. Using my
own school as the research site has inherent amy@mtin that the context and culture of the
school is already known and access issues weremisigd and opportunities for events and
incidents to be misinterpreted were minimised tgtothe perspective of my “critical friend”. |
am also aware to a certain extent of the microtipsliof the school (I may have my own biases
and subijectivities- this | understood against thekidrop of the socio-historical context of the
school which helped me understand the subtle nsapeesent during the interactional event).
Flessa (2009, p. 16) cautions that

... given the prevalence of more covert and murky ifeatations of power, scholars who
focus on micro-politics of schools may have to mesmparable investments [a great deal
of time at the site of study] to display, more ésilly and systematically, how all faces of
power may manifest itself in schools.

These faces of power are unpacked in Chapters B.aAll members of the SMT were chosen as
participants in the study. There was no need tol@ynpny sampling methods for the main
research participants as the entire population (SMTrepresented in the study. Only those
educators who were involved in an interactionaln¢wath the SMT were interviewed. The SGB
and RCL were chosen as they were involved in th® S$Getings which were captured as

interactional events.

5.6. Methods

5.6.1 Data collection and research instruments

Phase one of the study involved immersing mysetheschool setting for a period of two and a
half years. A broad question that was asked is:t\Wtethe different kinds of interactions that are
happening here? Ethnography assumes the abiliyetatify the relevant community of interest
and when to disregard “new” discoveries. Phase tmwlved follow-up interviews and
enumeration to document frequency data. All sclesdéor the capture of data are found in
Annexure A. Qualitative data was selected accortbrthe meaning and significance they brought

to the interactional event.
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Obtaining permission and consent

At the outset, permission to conduct the study ranf®se Secondary was obtained from the
Provincial DoE. As the study took place in the sitltbat | am currently at, obtaining permission
from the principal and SGB did not pose any prolslerh then proceeded with obtaining
permission from the various research participamthe study. Cohen and Manion (2001) caution
against interpretation of ‘informal consent’ andwse for four elements that must be practiced to
achieve informed consent from participants: theigpants in the study must be competent to
understand the document and make the right decgiven all the information presented; the
participants must voluntarily participate in thedst and should not be coerced into doing so; the
participants must fully understand the risks asged with the research; and the participants must
receive all relevant information regarding the agsk and the various ways in which the data will
be used. The informed consent document is presémt@dnexure A and is clearly underpinned
by the four elements outlined by Cohen and Manf91).

There were areas of the research, especially whalind with ethical management dilemmas that
involved entry into the private and personal spamfethe research participants. Anonymity and

confidentiality was maintained at all times.

Observation

The fieldwork observation schedule captured theedrof events, critical incidents, anecdotes,
interactional events, occurrences, scenes in format non-formal settings. Informal
organisational aspects of the school such as batmawritical incidents in the assembly, in the
principal’s office; interaction in corridors, ingrstaffroom, car park, smoke breaks, coffee breaks
and physical movements were tape-recorded. Thec asimise is that the ethnographer is
unobtrusive and does not disrupt the settiadly on the wall) something | tried to mimic. |
looked for actions, words, expressions, body lagguaho is listening, watching, and what their
responses were. Wolcott (1981) suggested the folpfour strategies on how and what to look
for:

» Observations of broad sweep by scanning the envieoit

» Observation of nothing in particular where soméhefke observations can become significant;
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» Searching for paradoxes in the institutional sgtind between actors;

» Searching for problems facing the principal in tielato key questions of the study.

Wolcott's strategies were useful in guiding me tigio data collection and analysis.

Shadowing the principal

| broke the school day into distinct phases depenoin the nature and amount of interaction.
One of these phases was the morning, from the ttmeprincipal drove into the school till the

beginning of the morning assembly. This providedwith a 45 minute slot where | could be a
participant observer (‘fly on the wall’) in a noousive manner. Table (v) below shows the
number of recordings (69) in the principal’s offié&e major part of the data was collected through
shadowing the principal in his office, car parlafémeetings, SGB meetings, and assembly.

Reflective Diaries
The participants (SMT: two deputy principals aneefheads of departments) were requested to
keep a journal in order to map out the eventstypaal day for a period of one month (see table

iv below).

Table (iv): Frequency of various management actig& by the SMT in the period of one month

SMT Management Activities
Member
Learner Staff Academic External SGB Parents | Meeting Meeting
discipline| matters| programme| stakeholder§ members i.r.o. external Internal
learner
discipline
Principal 3 23 12 44 40 6 36 23
DP: 1 23 8 34 3 5 43 2 4
DP: 2 18 7 94 4 3 19 2 4
HOD: Science 6 17 29 0 2 0 10 1
HOD: 11 18 28 0 3 3 0 9
Language
HOD: 6 2 16 1 0 3 2 5
Humanities
HOD: 2 3 32 0 0 1 1 0
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Economic and
Management

Science

HOD: 6 2 30 0 0 0 1 5

Technical

This time-framed document provided quantitativeadat how much time is spent by the SMT on
different kinds of issues. In addition, the refieetjournal captured the reflective accounts of
events which provided a basis for follow-up intews. Part of the data collection technique was
also to capture the frequency of various manageamtivities for a period of a month. The period

of a month was chosen to give me a snapshot dditlgs and frequency of management activities.
This quantitative technique was undertaken to geselase of what the various management
activities undertaken by the SMT were, and whidivdies dominate for the different members of

the SMT. The table of activities presented abowe discussed more fully in Chapters 7 and 8

when analysing management discourses and centpesvefr.

In addition, | kept a reflective diary of my owm My reflective diary | produced a detailed
description of interactional activities and a lesstailed journalistic record of events in the
corridors and staffroom. Carspecken (1996, p. békiders ‘thick description’ of the researcher’s
account of the events as a validity requiremengrdunds inferences made on “less thickly
compiled notes, because thick and less thick desmms often display the same patterns of
behaviour”.

My time in the field was shaped by the everydayvdies of my co-participants. My immersion in
data-capturing involved a variety of unfamiliarkessuch as: standing at the school gate in the
morning before the start of school to observe titeaace of educators and learners; being invited
to sit in on SMT and SGB meetings; sitting in oraplinary interviews with learners and their
parents; accompanying the principal to pick uprtuaarners who have skipped school. As an
insider (staff member) other instances of my immoersnvolved the familiar practices such as
sitting in on staff or subject committee meetingating meals with the staff, being on ground
duty, attending assembly sessions. | felt ‘locatedhe field as | recollected my own experiences

of being subjected to management.
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As a fieldworker | had to constantly refer to thergmse of the study so as to keep my inquiry
within the scope of the study. | was obliged toor¢mlata that was truly linked to the study’s
declared purpose. This sifting of relevant datamy mind was a catalyst for further serious
reflection, for example an SMT member wrote a reporme explaining his altercation with a
female member of management. This opened a smadlomi into the micro-politics of the school
and created a dilemma for me in that it has beeaergdly accepted that certain matters remain in
the outskirts of a study and do not influence ittcomes (Strobel, 2005; Wolcott, 2005). In fact,
Wolcott (2005, p. 26) maintains that “whatever etpaphy is, it is not an exposé, not a license to
tell all”. Given the report about the altercatidimad to decide which information | could include/
omit about the school. In accordance with ethitahdards, | made my presence known so that
deception about the purpose or intent of the stualy impossible.

| studied the meanings of behaviour, language,iateditions of the research group, comprised of
the principal and any member that interacted with bn a day to day basis for a period of two
years. In addition, the observation recorded @itiateractional incidents in the SMT’s work
environment and how they responded to these. lintagested in the social relations in the school
setting as well as how these relations are stredtun using ethnographic techniques, | was not
only interested in the facts but also what thostsfanean from multiple sources to enable me to
gain understanding of the leadership culture. Adioay to Chiseri-Strater and Sunstein:

An ethnographer and a journalist may both gathfrmmation about the same event but
write up their accounts very differently. A stardlaaily newspaper reporter, for example,
conducts research in an attempt to be objectivgivie® the who, what, where, when, and
why of an event for a readership that expects fatfsout too much interpretation. As a
fieldworker, your purpose is to collect and considwiltiple sources of information, not

facts alone, to convey the perspective of the peadbout the culture you study
(1997,p.13ff).

| therefore had to create the kinds of researctstopres which would answer not only what is

happening in front of my eyes but also why it ipf@ning and what is significant for leadership.
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Document Schedule

There are a number of relevant documents that ihddecritical for analysis of the interactional

events. These documents were interrogated for thlegtcould reveal to the researcher regarding

the research agenda. | captured them in a documenrid sheet and they include:

» Published sources about the school field site,(satpool histories, school magazines);

* Mass media sources (local newspapers, student apers);

* Public documents inside the institution (noticesngid up, circulars for students/parents,
booklets);

» Semi-public documents (union meeting minutes, sitglerepresentative council (SRC)
minutes etc);

* Principal log;

» Private documents (letters to individual parenggrding a particular learner, staff matters);

* Minutes of meetings (staff, governing body);

* Memos to staff, learners, SMT;

» Journals kept by SMT;

The documents were analysed and thematic patteens uwsed to illuminate the data collected

through other instruments for example observatiot iaterviews. This document analysis was

used to support the analysis of the interactionant for example, on the discussion of the

powers of the RCL, the school code of conduct wedyaed for the RCL'’s role in formulation.

Casual conversations and interactional events

In the study | selected particular places to olmsenteractional events. The table (v) below
represents the frequency of recordings at the warsites, over the two and a half year period of
data collection.A tape-recorder was used to record interactions. There were times when some
staff members asked me where my recorder waswdd not carrying it. The members of staff
were accustomed to see me with my tape recordendst of the day, even at assembly and with
interactions with the principal and the rest of #taff, school gates, staff and management
meetings or on the rare occasions when the prihewptéked around the school premises. My
presence, and more so, the presence of the recs®edered to act as a stimulant for most members
of staff and some members wanted to “have theif agut any given situation pertaining to

school leadership (they were briefed and permisgieen on my study). The recorder seemed to
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be an extension of myself and seemed to “havesaofifits own”. Once, when | had forgotten to
carry the recorder to assembly, an educator haeflaskhere is that thing? The recorder?” as if |

had lost an appendage. This is unsurprising, divanl had been recording for two years.

Table(v): The number of interactional events capadf at various sites

Context for the interactional event Quantity
Principal’s office: morning 69
Principal’s office: midday 16
Secretary’s foyer 31
Staff meeting 21
School Governing Body meetings 5
Deputy principals’ offices 15
Assembly 21
Offices of heads of departments

Classroom 4
School gate/ field 29
SMT meetings in principal’s office 2
Subject committee meetings 3

These specific sites of interaction were selectedthey represented sites where power is
exercised. At these sites, interactional eventewadserved and the continuity of the interaction
was followed through time and space. | followed #teries as they played out in various
interactional events, for example, a case of lgadiseipline had risen in the principal’s officedan

this was followed through the various interactiorsgts (deputy principal-learners; deputy

principal-learners-parents).

5.6.2 Analysis of data

The data collected using the six ethnographic tegctes (see section 5.6.1 above) were used to
develop a detailed description of events. | usedntitic content analysis to discover patterns,
categories and themes in the data, which were cadédelated to theoretical constructs through a
list of inquiry questions that were posed to théaddhe table below depicts how the data was

organised, coded, developed in themes
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Table (vi): Analytical Framework and focus

Broad Analytical Question:

What kind of interactions is happening here?

Theme 1:An ethnographic portrait of the man inghacipal’s office

Broad question

What is the principal’'s philosophy of life in geaérand leadership in particular and how doeg

influence the internalisation of particular discees?

Inquiry questions

How is the principal positioned in discourses?

How does the principal understand himself consdyoarsd unconsciously?

How the principal is made an object and a subjediscourses?

How is the principal’s subjectivities embeddedderadlogy?

How does the principal take conscious account@®htieanings and experiences of those in the

organisation?

Theoretical/

conceptual focus

Subijectivity
Discourses
Dividing practices

Self- subjectification

Sub-themes

Profiling the principal
Principal’s positioning within dominant discourses

Principal’s subjectivity

Theme 2: Discourses of leadership and management

Broad question

What discourses are at play in three areas of tshipepractice?

Inquiry questions

How have discourses emerged and evolved?

How do discourses constitute various subject s

How are discourses embedded in relations of power?

How do discourses manage meaning and influenceighigh practice?

How do discourses regulate, constrain and dis@glie conduct of individuals?

How are meanings struggled over and produced?

Theoretical/

conceptual focus

Discourse analysis
Subijectivity

Power relations
Professionalization

Performativity and appraisal

Sub-themes

Three areas of leadership practice
¢ The case of the post-provisioning norm

« Professionalization of education management ardelsaip
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e Performativity and appraisal

Theme 3: The Centre of power

Broad question

How is power exercised in the school?

Inquiry questions

How is power leveraged at various sites?

What centres of power exist?

How are relations of power embedded in the econgjumiticial, political and epistemological positiog
of individuals?

What subject positions are taken up by individiralgsower relations?

What new leadership discourses permeate the sd@pamle and what do they reveal about leadi
practice?

How are issues of power confronted and resolvexthimteraction process?

How is the game of power played?

How does the principal navigate the diffusion ofveo?

Theoretical/

conceptual focus

Relations of power

Subjectivity

Subtheme:

The principal/SMT as the centre of power- (thenasciplining the learner; disciplining the educator
Navigating power with the SGB and the RCL

Theme 4:Spatialisation of power

Broad question

How do specific points of power (physical spacetain power relations?

Inquiry questions

How does the design of physical spaces permit tiheulation of discourses of surveillance
normalisation?
What techniques of power are at play in physicaceg?

How s space constructed in oppressive ways?

Theoretical/

conceptual focus

Space
Technigues of power: normalisation, surveillance

Panopticon

Sub-themes

Three themes for each area below: physical spateractice; documentation; hierarchical observatio
The assembly and classroom as spatial points oépow

The staffroom, reception area and boardroom asa$jpaints of power

Theme 5 Ethics and power

Broad question

How are ethical decisions made by the SMT?

Inquiry questions

How does ethics shape interactions?

How are ethics shaped by interactive behaviour?

Why certain practices are deemed appropriate anddoove understand them?
What are the key intellectual virtues in arrivirtgpadecision?

What are the ethical imperatives of leadership?

What is the relationship of ethics to issues ofadisse and management?
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What are the meanings an event has for differemplp@

Theoretical/ Ethics

conceptual focus Power

Meaning making

Ethics of care, justice, critique, profession, coumity.

Key intellectual virtues: clear focus, critique amxtion assessment

Sub themes Ethical incidences

Dress code incident
Examination incident
Sexual harassment incident
Admission incident

Cleanliness incident

Having spent two and half years collecting dataambéhat many hours were spent listening and
transcribing data (as an example, the 69 sessighsthve principal had taken about 500 hours to
transcribe). The large amount of data collectednhéaat the analysis had to be focussed on
particular themes rather than all the fieldwork avered. This selection was informed by an
iterative process between reading the data anth#wetical contributions in the area of power,
ethics, leadership, subjectivity, discourse anadspd@he broad question that was posed to the data

analysed was: What kinds of interactions are hapgemere?

One of the products of the analysis was a portohithe main actor (principal) and his
management team (SMT). This portrait incorporateth lemic (views of participants) and etic
(researcher’s interpretation) categories. Emic gmates represent insider views such as terms,
actions, and explanations that are distinctivehedetting or participants. These are explanations
of what the interactional events mean to the pagrds. Etic categories represent outsider views
of the situation. This represents the researchist&ypretations, concepts and explanations and

includes what the interactional event means tod¢learcher (Peterson and Pike, 2002).
The chart of events shown below was also prepargmdvide the reader with the unfolding of

critical events during the period of the reseafeh data was collected over a two and a half year

period, interactions between key players and sirestchanged (see analysis chapters 7, 8 and 9).
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2005 2006 2007 2008 2009 2010 2011

Study began- June

Data collection began

Prefect system

Prefect system abloished

RCL initiated

Fully fledged RCL in place

Principal resigns (July)

IQMS implemented

Data collection ended (December)

Analysis and write up

Hammersley and Atkinson (1994, p. 21) outline fdeatures of data analysis through
ethnographic research:

ethnographic research places emphasis on expldhegnature of particular social
phenomenon; a tendency to work primarily with unstired data, that is, data that has not
been coded at the point of data collection in teofna closed set of analytical categories;
investigation of a small number of cases and; amlpf data that involves explicit
interpretation of the meanings and functions of &nnactions, the product of which
mainly takes the form of verbal descriptions anglaxations, with quantification and
statistical analysis playing a subordinate rolmast.

Emerging discourses were sought during data capRifeerent data sets, for example, detailed
description of field observations, interview dasamd visual data were analysed to unpack the
discourses emerging as the principal and his SMistcocted their leadership experience and
practice through various interactional events. @halysis unpacked how meaning is made by the
various participants and how the participants qoistexplanations about events and decisions
made. The various data sources were used to cgabetrait of the leadership practice through
interactions in a school setting. Being an educatahe school and an ethnographer, |1 was ideally
placed to create textual representations of theddand the individuals as they interacted. | began
with my initial impression of the environment arntlation and threaded in essential features of
context, voice and relationships (personal andapiti forming an aesthetic, detailed, descriptive
account of the events, recognising significant thems they emerged. Thereafter, | used this as a

basis for analysis. Being an educator in the sanve@nment (context) as that of the research
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being done, my initial impressions of environmextinosphere, etc, were already formed over the

years. |, as the researcher, was central to theepso

When practising fieldwork, most ethnographers dgetecto the inside, telling it as it is, giving an
inside account, being true to the natural phenomgimang thick description and deeply rich data.
Denzin (1983, p. 83) argues that “thick descriptiomolves emotionality and self-feelings. It
establishes the significance of an experience @séguence of events. In detailed description, the
voices, feelings, actions, and meanings of intergaéhdividuals are heard. It captures and records
the voices of ‘lived experience.” Another featwethe data was the principal had a tendency to
ramble on, on a range of issues in one conversatms complicating the contextualisation of

data.

Whilst supportive of the process, he also drew daues as to what | could and could not access.
The authority he exerted over issues of accesslylegnalled that he was in charge of the
organisation. He also made it clear that the dagg#ture should not interfere with my normal
teaching. In the extract below, he raises this eomwith me:

There was a complaint that you were not going oretio your class. | told you right at the
beginning, | don’t want to get embroiled in the demic. Your duty is, you know... | can
carry on talking for hours. You need to know whiatet the bell rings and finish
irrespective of what is happening. Sometimes thg&t imgportant things happen when the
siren goes but | am getting complaints from theelleanes, it's come to the deputy
principals, to the HODs. This happened on Thursdaiiscussed this on Friday morning
(principal in his office, 12/02/2007).

The principal was confident and not threatened by lHe was also a performer. The unpacking of
how his performance worked was key to the thesigims of deepening the analysis. It was at
this point that | felt that there was something amant happening during the interactions and
knowing encroached on my teaching time. | also tledtt the complaints from the SMT were

unfair as numerous other educators were constiéyto their classrooms. Anyone who sat with

the principal in his office for a long period ofite was generally viewed with suspicion.
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5.6.3 Validity, reliability and generalisability

Established ethnographers Hammersley and Atkinsi#95) use triangulation, respondent
validation, and reflexivity as crucial tests of lanticity. Triangulation requires the researcher to
compare information from different phases of theldfivork, and from various researchers.
Respondent validation consists of determining wérethe actors whose beliefs and behaviour are
being described recognise the validity of theircarts. Reflexivity is a continuous looking back
on decisions made, reviewing one’s value systenrldwiews, biases and assumptions and

making these explicit in the research process.

According to Silverman (1995) ‘authenticity’ is aore useful concept in qualitative research than
reliability. Authenticity (the genuineness of theata) was enhanced by keeping detailed
descriptive notes on interactional events and clingpia portrait from other data sources
(recording of the interactional event, documentlysig, interviews). Since ethnographers usually
study one or a few small-scale cases (settingajpgtopeople) over periods they often make
claims about the typicality (generalisations to iEmsettings) of the settings that they study.
Walsham (1993) and Yin (1989) make the point tlsait & possible to generalise from a single

case study to theory, so too is it possible to geise theory from a single ethnographic study.

Conquergood (1991, p. 180) raises three issudgiprbocess of ethnographic inquiry:

Ethnographic rigor, disciplinary authority and msdional reputation are established by
the length of time, depth of commitment and ridasdfly, physical, emotional) taken in
order to acquire cultural understanding.

Given the length of time | had spent in the fidldd and a half years), my sustained commitment
to the data collection process and the fact ttza lan insider to the research setting meant that |
was able to establish a good measure of rigouftsd developed authority on the subject of
leadership and management through the sustainedrobsprocess. | enhanced the trustworthiness
of the data by adhering to the criteria set by Gl887) for trustworthiness of data:

» Triangulating data from multiple methods of datdlemtion (participant observation, SMT

diaries, ‘fly on the wall’ sessions in the prindigaoffice, interviews, field notes). | had a
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prolonged stay in the field. Data collection wasitamative process with a to and fro between
of feedback to participants;

» Participants were afforded and opportunity to eegagh the findings and confirm whether
their responses were correctly interpreted;

» Afield journal and digital recorder were used ¢égard data. Data were transcribed verbatim
and tagged to an event/ interaction.

5.6.4 Researcher reflexivity

My reflective diary enabled me to record ideas bpms, suggestions, and reflective comments
throughout the research process. | did not antieipaing in a role of influence on the leadership
practice of the school. However, my research hagttential of raising awareness of leadership
practice, the dynamics of power, and meanings tdractional events, and how the meaning
participants brought to an interaction event inflced others. This implies that although as an
ethnographer | was a ‘fly on the wall’, I did chanthe research setting in raising a number of
leadership issues. Bourdieu (1996) is of the vieat scholars have illusions about the research
process and their influence over the research,wthiey may not consciously acknowledge. He
maintains that through reflexivity, researchers bammore objective by freeing themselves from
their illusions. He further suggests that refletyivs not limited, but is in fact liberating. | beve
that this is the liberation to seek the truth, somes knowing the truth is one thing, to reveasit
another.

Using the techniques of ethnography, | constargked myself questions about the theoretical
framework and methodology | was working within, theoader values, commitments and

preconceptions | brought to the study, and my agiokl assumptions about society and social
reality.

According to Lather (1992, p. 12he ethnographic reflexivity is guided by:

» Approaching inquiry in ways that interrupt socialagtices that are taken for granted (I
guestioned my assumptions and taken-for-grantectipea especially around discipline and
control in the school- for e.g., the technicaleatl application of the school code of conduct
without considering sociological influences);
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» Locating meaning in broader social, cultural, amditigal spheres (I found this particularly
useful when developing a portrait of the princigatl his positioning in various discourses);

» Developing themes and categories from data, batitige them problematically and being open
to interrogation (the themes | developed evolvédha time. New readings brought depth to
the themes);

» Editing the researcher into the text and not praésgrthat she/he is a neutral actor in the
research;

* Being aware of biases and taken for granted assomspt

Although my ethnographic reflexivity was guided the points made by Lather, | was not an
activist ethnographer as later talks about intémgppractices in the school. | was not in a
position as a level 1 educator to play that rolg. isentity as an educator conflicted with my
identity as a researcher. As a researcher, | cooldreact to certain situations that were
confidential and which | had encountered during rémearch process. As an educator, | had my
own views and biases of the actions, reasoning, taeddecisions taken by the SMT. As
researchers we have a potential to do harm whetbeact or do not act (see incident on sexual
harassment in Chapter 10). Also, as a researcty@erit a great amount of time with the principal
(main subject). One dilemma that reared its heagltivat of ‘intimate objectivity’. Because of the
familiar relationship between myself and the pmadj there was a degree of strain to maintain
impartiality. In these instances | sought to rely my judgement. Judgement is central to

ethnographic studies.

5.7 Limits to the study

A possible limit to the design of the study is ttia¢ research site is my own school and | would
enter the research site with preconceived notibliesvever, in ethnographic research this can be
perceived as an inherent strength as the ethnograpivery much part of the research. Lofland
(1995, p. 130) captures this well:

You're artificially forcing yourself to be tuned tm something that you pick up as a
witness- not as an interviewer, not as a listeletr as a witness to how they react to what
gets done to and around them...... It's deep familiahgt is the rationale-that plus getting
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material on a tissue of events-that gives the fjaation and warrants for such an

apparently ‘loose’ thing as fieldwork.
Another limitation was the time factor. According lHarvey and Myers (1995, p. 15), “doing an
ethnographic study takes a great deal of time, akienuch to the time needed to prepare the
members of the organisation for acceptance of andh-depth and scrutinising approach as to the
time needed to gather data and carry out manydefahterpretive analysis”. | had spent two and
a half years collecting data and another six moh#isre that, preparing the research participants
and obtaining the necessary permission from thewsidevels of authority. A prolonged stay in

the field meant that large amounts of data werlectd.

The process of ethnography was difficult for meaasew researcher and to some participants.
This was so because | couldn’t enter situations viiked frameworks and prepared questions.
Initially this was most disconcerting for some memshof the SMT and educators who wish to
have some idea of why | was there. The principalyéver, had no misgivings about the research

process.

Harvey and Myers (1995, p. 17) also caution thdtetahaving tackled the access issue, the
ethnographer is often faced with the embarrassingt®on of discovering many of the ‘warts and
all aspects of the context; a great deal of tact eare is needed which is best handled through the
development of honest and thoughtful relationskifk those in the situation”. | was faced with
ethical research issues that had to be handledssitkitivity and thoughtfulness. This is revealed
through the many methods of establishing discipéind control at the school and the bitterness
and rivalry between SMT members and between SMTlewel 1 educators. The ethnographer
changes and is changed by the cultural setting.e@am(2010, p. 345) argues that “in focusing on
any one aspect, whether it is cultural, politicaktuctural, other aspects remain hidden. Viewing
organisational dynamics and structures through talcultural aspects and political aspects help
capture the complexity and spontaneity that defmesh of social interaction within secondary
schools”. In this study a tool-box of theoreticargpectives (see Chapters 4 and 5) was used to

view the interactions and organisational dynamics.
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5.8 Conclusion

The story line that runs through this thesis is e¢kercise of power and the formation of various
subjectivities. In terms of the subjectivity of teducational researcher, Foucault's (2000) notion
of “practices of the self” challenges the objectigeology of blocking out one’s own biases and
assumptions. As a researcher | had to challengevmmybiases that | had formed around decisions
and processes. The research process | undertanktatienged “the fly on the wall” concept that
is associated with many ethnographic studies. Eftaphy assumes an ability to identify the

relevant community of interest and to disregard fdacoveries”.

The next chapter, Chapter 6, is the first of thalysis chapters where | describe an ethnographic
portrait of the principal.
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6.1

Chapter 6

An ethnographic portrait of the man in the principal’s office

There is no such thing as Islamic fundamentalismméo All religions are the same. | don't
claim to be religious. | have evolved so much thetn walk into a mosque or a church or
a Jewish synagogue. And it has brought me a long Wéen a guy talks fundamentalism
talk and he doesn’t want to take criticism and loesh’t want to consider my view then |
walk away because | know religion and politics damix. The same things happen in
meetings. Either way | am going to learn what hgd$ to say. | have been conducting
meetings over 30 years | know what's going on.ovkmhere | am taking the meeting. So
you listen to the guy and then you take him forw&eading my interaction with people
has helped me evolve. The stage | have reachedmaynsound simple, may sound light
hearted, insane but there is meaning behind thatmass. | know what | am doing really.
Sometimes you make it so easy that you get grea¢maters to the thron@Principal,
morning session in his office- one-on-one session).

Introduction

In this chapter, | profile the principal as the tahfigure in the school and explore the ways in

which he influences the leadership culture of tbeosl. The chapter will show the principal’s

multiplicity of positioning, based on the contexttbe interaction, by attempting to understand

who the principal is, and how he understands himsehsciously and unconsciously. |

approached the analysis with the following questiomind: What is the principal’s philosophy of

life in general and leadership in particular, armvhdo these influence his internalisation of

particular discourses? In painting a portrait oé tprincipal, the theoretical constructs of

subjectivity and power are the brushstrokes th#itbei used to illuminate the data. As outlined in

Chapter 4, subjectivity refers to our individuahsciousness or perception about actions, events

and ideas. The perspectives presented in Chapretichte that different individuals perceive the

institution differently according to how they consgtt meaning through events, situations and

interactions. | tease out two discourses in thdyaisato show how the principal’s identity is

shaped by these discourses. These are the dissairsmce and leadership. | also show how the

principal’s subjectivities are embedded in the &ratip and management discourses.
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An organisation like the school in the study, i€a@nplex structure which is reflective of the
socially constructed perceptions and meanings etday the individuals within them. According
to Bush (2010), organisations are:

...manifestations of the values and beliefs of irdligls rather than the concrete realities
presented in formal models. Subjective models asshiat organisations are the creations
of the people within them. Participants are thoughhterpret situations in different ways
and these individual perceptions are derived frameirt background and values.
Organisations have different meanings for eachhefrtmembers and exist only in the
experience of those members (267).

From my own interpretive framework, and being parthe culture of the school, | was able to
contextualise the data collected. A profile of szhool principal was developed from qualitative
data generated from ethnographic fieldwork techesgat various sites of interaction. Most of
these interactions took place in the principalfcef at meetings and at assembly (see Chapter 3).
In this chapter | used the data gathered to exglorve the principal understands himself, what his
philosophy of life is in general and of leadership particular and how this influences his

internalisation of particular discourses.

6.2 Profiling the principal

The principal is an Indian male and was 47 yearagef at the beginning of the study in 2005. He
is a sociable, high powered, charismatic, energsgtf-motivated and inspirational individual.

The extract at the beginning of the chapter postraly image of the principal being a dynamic
public speaker with excellent oratory skills, coleint, opinionated with strong convictions on
religion, politics, and personal growth. He senasl principal of Primrose Secondary for the
period 1997 to 2008. Previous to this positionwas a Director at Saphile Investment Holdings
Ltd* in an ex-officio capacity representing the Soutfrichn Democratic Teachers Union

(SADTU). He has 17 years of management and leageestperience making him extremely

skillful at controlling the direction of meetingsee opening extract). It is this very skill that is
used to silence dissenting or alternate views aathpte his own agenda. The principal arrives at
school early (generally around 7h15) and on mogs$ d&the first person to arrive. He comes to
school well dressed in a suit. The door to hiscefis generally left open and he has a full view of

“Financial investment institution in South Africa.
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educators signing the register when they arrivecélls out to educators by name in a loud voice
that carries throughout the reception area, adidigsbhe educators close to him by their first
names. The opening extract to this chapter rewkalsthe principal is highly confident know
where | am taking this meetingggotistical and considers himself a superior dpdirelped me

evolve)

The principal is well versed on a number of tofaosl does not suffer fools gladly. He considers
himself a true leader (and nopeetender to the throneHe is a Hindu by religion and is strongly

influenced by his religion and roots. As a familyam he has a wife who is a teacher by
occupation and two children who have completed imand are studying at a university. The
principal’s formative years are strongly linkeditalian origins:

In 1978 my maternal grandparents were sugar farmeidgarnt driving when | was in
standard 5. In 1978 | went and did a diploma onaucane farming. | was in varsity at
that time just to understand what my grandfatheswaing. He tells me that we come
from a very rich culture. See this sugar cane h&tese setts came from India. | will give
you an example in science. NCO 376, NCO 88, yoangolearn about your forefathers.
They didn’t only bring labour here. They broughgaucane. | taught my children that.
What does NCO stand for? 376 is easy. It's a wamétcane. Natal Cambatore is where it
came from. Cambatore is a place in India. Typicdliter mentality he prefixed it with
Natal. But you can see now there is discord. Thagtwo know who brought the sugar
cane guys here... You must study the root of Indiaguage then you will realise the rich
tapestry our people come from. | mean | am notrdkn | am a South African but when |
went to Hazelmere dam, | was angry. These white gay a boat so | got talking, in the
height of apartheid. We got talking and they sd&idytwould like to build a catamaran.
Now me being an angry young man not to fight batrgme my point. Do you know where
it originated from? These guys were from the armg quite arrogant. | said ‘let me leave
you with something. Catamaran didn’'t come from Acagror England or Africa’. It was a
very profound statement. They were drunk and we Waving a braai. So | ‘said listen
this thing came from India’. Whoa! Whoa! | irkectth so much that | had to explain. Now
remember then | had friends with me. Not that weevi@oking for trouble. So the guy
came close to me and asked: ‘What you mean?’ Yow km the Ganges River we had
many Indian farmers, peasant farmers, rich farmérbey used the Ganges River to
transport many things, logs and so on. Now in Tatodta’ means to tie, ‘maro’ means
tree or bow which means ‘tied logs'. It's a whitaygthat came there and changed the
pronunciation. Like they changed our forefatherginmes and surnames. Like we say
Pillay-yar and if my pronunciation was poor Moodlggr, Chetty-yar is not a surname but
a profession ...(principal- morning session in higce).

*Tamil is a linguistic branch of Hinduism.
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The above extract is an example of the principabkjmg on a range of issues in one conversation.
The extract rose after a question posed to himisrahcestry. The principal positions himself
strongly in a cultural discourse tied to his rodttke many other South African Indians whose
forefathers have hailed from India, he identifiasndelf proudly as an Indian, that is, his

subjectivity is linked to place/space.

The principal speaks of the added value he obtafreed various training options and how this
has influenced his philosophy and foresight intomagement and leadership issues:

You have fg;ot to have a dream, a vision. You stating things in place. You don’t expect
other ‘ous” to do that. At the end of the day you are alone.3Nare the same kind of
experience. | know where you are coming from.rngseasy. In the early 80s | did Zulu, it
wasn’t even fashionable. The country wasn’t eveedrbut | did the marketing thing.
When the COSAT_’Uguy sent me for fuel training, | went. | am a dfied Caltex fuel
retailer which very few people know. | went to Sismd@own during my holidays and
studied. | can run any fuel station in the worldjumped that queue about five years
(principal-morning session in his office)..
The principal is a visionary leader. This is reeeathrough the extract above and the numerous
structures (curriculum offerings, security systeglf- sustaining gardens etc) he set up to position
the school as a school of choice by parents amddea The extract also reveals that at times he is
expected to act alone to realise his vision. Thisfien the case when the vision of the principal i

not shared and accepted by the rest of the scloomintinity.

The principal claims to have initiated much of bign development in a proactive way and uses
this as a motivational tool to inspire his staff.

I am not passing judgment on principals that wralb®ut sensitive matters here. But | do
things differently. | believe in talking to youpreananding the teacher, earn the wrath of
the teacher for one or two days and at the endhefday when they reflect, they will know
what sort of person | am. It's about personalithem you talk about the other things,
where you are scoring points and so on.(principastaff meeting).

The principal projects himself as a visionary wétlstrong personality, a person that knows his
mind and with strong convictions and beliefs abmanaging people. He perceives himself as

different from others and acting different from @ttprincipals, even if it makes him unpopular

® A slang term referring to males/ people
'Congress of South African Trade Unions (COSATU).
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with the staff. This self-righteousness is partgrgonality and partly pressure of the school

leadership to prove themselves in the school amddmmunity.

The principal resigned from the school on the 3% 2008. The extract below from the school’s
log book captures his final entry:

31/7/08- Final log entry by P...M...on his resignat@s Principal. ‘I embark on a new
journey into the corporate world’. January 1979paeted to Zylands High School in Cape
Town. Punitive appointment in hindsight. | havevedrthe Department of Education for
30 years. Having assisted in field not excludingonism, curriculum, medical aid,
petitions, etc. | embark on a new journey into tloeporate world. Mr P..., the deputy
principal will act as principal. | have confidenage him. With splendid teamwork and
common vision the school has been transformedantexcellent organisation in many
fields. The physical plant is a pleasure to workThe gardens are rated the best by well
wishes and the Keep Sihle Beautiful Associatiohave enjoyed an excellent working
relationship with Mr SA C..., SE\MWard 143. The school boasts a super CCTV camera
safety system, a modern library and a digital pctge, large TV, surround sound and
many reference books. The office is well equippéd & fast reprographic system,
internet, ASDL line, ISDN Telkom lines, plasma soreecurity TV etc. | have managed
via sponsorships to get oak offices completed (Atd.be thanked for installation etc.),
porcelain tiles, bar fridge, computer software, tdampier, professional décor, ‘Parrot’
notice board etc. The school has a Mifogramme j§overty alleviation programme &tc
Rotary Interact Club, a forthcoming overseas Riaemehange programme, RCL, Zone
Magazine, effective SGB etc. Grade 12 results hayged the ward on several occasions.
The educator corps is of a very high quality. | @@wen assurance to assist, if invited to
do so, in the various activities that have beempé& to celebrate 25 years of the schools
existence. Activities | have encouraged is speatéeavith the team that includes sports,
banquet, magazine, matric farewell, wall projectcipe book, fun run, school block
renovating project, Arbour Week including the seftup of a fruit orchard, outdoor chess,
official opening of the school, award evening, sthaebsite, blanket project, bumper
meal etc. The school is a formidable force in tperts field. Many tributes were received
from people and organisations. | will not be dojogtice if | merely quoted from them. |
have taken the liberty of sticking a selectionhafse- after all most of them are due credit
to the school and the many stakeholders | was dtess work with. Z4 tributes/farewell
messages stuck in log boolinancial records have been audited. The audiiedncial
report has been lodged with the acting principalr Rl.... Mr P... perused the minute
books and stock records of the school. | have r&tgdea statement in the log book to this
effect, together with his acceptance or otherwisthe above. | wish all stakeholders well
as | pursue my new journey. God Bldsmél log entry of the principal

8Senior Education Manager (SEM)
®MIET- Media in Education Trust is a non- profit argsation that provides education solutions througtfrica
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The log entry indicates that the principal hasiatéd a number of empowering projects and
programmes in the school. Annexure B shows somth@fcommendations he received from
stakeholders and peers upon his resignation. Freammendations were received from a
variety of organisations and individuals: ex-puplepresentative Council of Learners (RCL),
KwaZulu-Natal Department of Education (KZNDoE), itipals of neighbouring Secondary and
Primary Schools, SADTU, South African Council ofuédtors (SACE), Sihle Day and Frail Care
Centre, Tonver Schools Sports Council, Principdl®QQoaantamala Central, Councillor Chocks
Arunajallam, Sihle Principals’ Association, and icates that the principal was involved in many

spheres of education and community life.

The principal of Sihle Secondary said this aboat:hi

The teaching fraternity is losing a stalwart whatrdouted megawatt inputs to Education
(principal, Sihle Secondary).

The chair of the RCL wrote:

You are a great motivator, prompting excellencalatimes. You are a man of note with
remarkable generosity who always engaged constrelgtwith the RCL. You went beyond
measure to see to our safety and to instil theucailbf learning amongst learners. You
made Primrose Secondary a safe haven.

The KZNDoE commended him for:

Utilizing your years of experience in educationpfessional qualifications and genuine
love for our children, in advancing their course #obetter life, through quality education.

The number and diversity of organisations that sentimendations indicated that the principal is
a leader both personally and professionally. Hisitalio network with a range of stakeholders
indicated that he was able to bring excellence amyrspheres of the school’s operations (finance,
fundraising, union activities, historic events aodmmunity work). It is also important to
acknowledge that the commendations spanned aceoesajions. The principal had the ability to
relate and network at many different levels whiohld account for his effectiveness as a leader.
In some cases the principal’s management appraaesdociated with negativity intending to
warn new/temporary staff off being influenced blgesteducators:

Don’'t worry about the heroes on the staff. You tdamwrry about anyone or anybody. Only
the people we have assisted will know what is gang Some people, they are so
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blinkered, they won't even come and have tea wih Put they want to run the

school.(principal- afternoon session)
Here we see the principal as thinking, feeling sahjcapable of subverting the leadership styles
he purports to possess as he makes meanings ofitn@hthat negatively influences the school
culture. The role of a principal is a carefully gied position which, given ample opportunity,
could lead to anyone taking leadership decisionshatschool. He comments on how some
members of staff would want to run the school fia extract above, from a subversive power
base). This points to how positions are carefulliarged and protected, as these positions are

constantly under public scrutiny.

6.3 How does the principal give meaning to himseglbthers and the world?

This section is guided by the following questiovhat is the principal’s individual consciousness
or perception about action, events and ideas? \Meathe relations of power and how is power
internalised? How does the principal give meanmbitself, others and the world? The analysis
presented below is an inference drawn from contiersa with the principal and observing

interactions. | present a portrait of the principglinterrogating his leadership style and show his

positioning in the discourses of race and power.

6.3.1 The principal’s leadership style and his pi@ning in the leadership discourse

In Chapter 4, | explored how subject positionsfarsmed and how an individual can be positioned
as both an object and subject of a discourse.igrstttion, | have chosen management discourses
to show how the principal’s subjectivities are stthpy these discourses. In the case of this study,
the principal is objectified and classified as hjeat of management and leadership; it is inherent
in the word ‘principal’ that he would be so. In teecerpt below, the principal describes how he is
positioned as a leader:

They asked me what type of leader | am. Thingsolikedox and charismatic comes in.
So what we are doing, we have to follow precepezgpts we got no control over. There
are certain policy norms which you can’t changet Bie way you operate within those
norms makes you a very, very orthodox person, sheiic, situational leader and so on.
By following precepts it doesn’'t make you orthoddame guys go to the far right and so
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on and they become reactionary in the way theyktlind | believe always some guys
didn't agree when | came here, but leadership isaglyic, planning is dynamic. You must
be able to change to what happens in your envirenraed your personnepfincipal in
his office).

The principal positions himself in the leadershigcdurse by identifying with traits and
behaviours of leaders and the language of leage(sharismatic, situational leadgrHe alludes

to the typology of leadership and management dssmisn Chapter 2 and emphasises the point
made by Bourdieu (1996) that leadership stylexan¢extual you must be able to change to what
happens to the environmgntChanging contexts demands shifting leaderdlylps The principal
recognises his place in the discourse of policy lsisdimited ability to change policy norms. He
purports to play the rules of the game smartly,athieve the results he desires. In policy
discourses the principal positions himself at theeiving end, yet he is in a powerful position to

subvert the aims of policyy following precepts it doesn’t make you orthodox)

As an object in the discipline, he is expectetbttow precepts we have no control owerd abide

by policy norms which you can’t changee articulates the lack of autonomy with regards to
policy norms. He sees leadership as dynamic asdigas himself as a dynamic leader that is
able to bring positive change to the environmemnt kis people, despite policies he has to work
with. He infers that his dynamic leadership styhe ability to change helped him to adapt to the
environment. As a subject of the discourse of atstrative rationality, the principal brings to
bear on leadership a full range of experience,queigty, culture, and context. This is shown in an
SMT meeting where the principal comments on thie sibclass registers:

| looked at 17 registers. | stopped. | called Mrd\N\V. This is what | found: registers not
covered, simple calculations of boys and girls totghen | compared what you are
sending to the office, we asked for not total boit total attendance- Senior teachers! | am
not going to give you nam8sut there are things like that we can't condoneu on't
know the difference between roll and attendance tve have to have a workshop on
registers. | am not going to talk about the filBome people are getting pupils to mark the
register. Class registers not signed. So peopleagge that is an official document
(principal at staff meeting).

The principal here is positioned in a powerful gadicing role. His role, action and interactions
are driven by the identity of ‘principal’ and hisvo identity by conscience, context and self-

°This is a form of surveillance discussed in détaiChapter 8.
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knowledge. As principal he is accountable for adficecords of the school and the state of these
records. He is mandated to follow Department divest(that are sent to the school as circulars)
and policy. The extract reveals the declining adsiriative standards at the school and the
principal’s dissatisfaction with this. This is araenple of where the principal’s role oscillates

from a leader to a manager to obtain efficiency effectiveness at the school.

In the extract below, recorded as the principavdsathe secretary’'s office and enters his office,
the principal comments on his accountability andahstanding related to a tender process and
leave-taking:
About who brought the issue up? It was just a comiraed then they realised that they
cannot point a finger on the tender thing. But tmy thing they could talk about was
leave and then they went and spoke to a certaisgpetthe secretary. There is nothing else
you can talk about. It's done. Every leave thaMlet is recorded. | am not accountable to
anybody here. | am accountable to the top. | anthenhighest moral groun@morning
session, principal’s office: 3 August 2006)
An element of accountability ensures that procurgnpgocesses are fair and transparent. His
accountability is brought to the fore when questtbby an educator about the tender process and
his leave records. Even though the principal ishilghest authority in the school, he is also under
surveillance by his subordinates and the communitye actions of the principal are being
‘watched’- an ever present gaze on actions andvi&lra As a public figure, the principal’s
actions are open to scrutiny. Despite the commeéntateceived when he resigned, there is also
an element of distrust of his actions. From the doiag the policing in the previous extract, the
principal now becomes the one being policed. Tlcjpal becomes positioned as an object and
subject in the discourse of surveillance. The contnhe makes on being on the “highest moral
ground” indicates that ethics are central to asti@n ethical leader will have to ‘walk the talk’ o

ethics.

At another level, the principal becomes an objecthe discourse through dividing practices.
Foucault (1982) identified dividing practices as #econd mode of objectification. In terms of the
management of the school, staff are broadly diviahd 2 major groups, i.e., SMT and level 1
educators. Physical spaces become divided as Aredkher level of division occurs between the
educators (including the SMT) and the SGB. Peopk therefore, constructed in terms of
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management or level 1 educators which excludes tih@m the categories of control, decision-
making and management. Dividing practices are gtyoassociated with role definition. Certain
practices, such as instructions to the secretagg @xtract below), in the school require
instructions from the principal without an explaoat In the extract below, the principal refers to
an instruction he had given the secretary whichgghestioned him on:

I have got a reason. Sometimes | tell her to doetbimg, it's awkward, but | got an
explanation for everything. Sometimes you don’ehavget an explanation. You get what
| am saying? You don’t give me crap. | know whynl giving you the instruction in the
morning. They are not to question (peincipal in his office).

The third mode of objectification according to Fault (1982) involves self-subjectification,
which is where people adopt positions based on wWiegt have been subjected to. Examples of
this mode of objectification can be found in thenscripts, where the principal adopts the position
of managerl am the head of this schodh most cases in this study this is cited explcith
learners and implicitly to educators. In the distois below at a staff meeting, the principal
recognises his authority to control the directibthe meeting:

| know | am at fault. If | didn’t allow discussidram a bulldozer. If | allowed discussion |
delayed the meeting. We can't please everybody! Bot saying to you, let's ask a fair
guestion. How many of you guys believe that they lsame urgent business to attend to,
whatever commitments and they have to leave? k damit to be unsympathetic. As much
as | am saying | need the whole staff to discush sun exciting item, raise your hands
please without any prejudice to people. | don’t wany meeting item to be a monologue
either. | think every person has a democratic rightespond in whatever way, so | am
saying to you sir, with respect to you. You hagatfully pointed out you will take between
2 and 5 minutes. Now if we give every person that &f opportunity, we will have the
meeting for a minimum of half an hour assuming thalt the staff will speak. So | am
saying that from 5 minutes it could go to 40 misufEhat is my probler(principal at a
staff meeting).

It is noteworthy that the excerpt neatly pointshtaw certain individuals’ voices are suppressed
when there is criticism or dissension. The extedsb shows that there are members of staff not
keen on his leadership and management style. Hprbasoted his leadership abilities and where
staff is not in agreement he indicates that thishsrt-sightedness on their part. This is an

illustration of how the principal manages to adth# discourse of democracy and inclusion and
simultaneously exert his own authority

In another meeting with an educator in his offibe, principal’s self-subjectification is evident:
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Get the mikes in order. Don't start one o’ clock foone o’ clock function. Those are my
words. People must know about it. It's not abouttnasting. It's about organisation. You
got to start getting the thrust of that thing. Qthisse your function will be bad. Now tell
me, | have to ask these questions as a leadehabt don’t trust you. Have you checked
every item?
The principal clearly establishes his leadership.rim terms of the management and leadership
discourses, the subject (the principal in this t@&seonstructed as an object of management, and
as such is a leader and administrator in a posttfggower.. From an ethnographic standpoint, the

principal displays many faces and positioning.

The portrait of the principal that emerges outhefse commendations is contrary to the extract at
the beginning of the chapter (p. 94) where he meis that he cannot depend on others to realise
his vision. Here we see a contrary positioning e personal and public self. The principal’s
projection to the public is that excellence in sthool has been achieved through team work yet
individually he denounces the ability to rely omerts. This indicates that the individual will take
on contrary subject positioning depending on whe dladience is. The principal also positions
himself with excellent management skills such ahélog entry (p. 98). In the next section, | will
explore the principal’s character in more detaillbgking at how he gives meaning to himself,
others and situations that he is daily confrontéti.w

The principal uses the discourse of power to ppraasuperior image of himself. Note in the
extract on page 94, how the principal constructsanimgy about religion and politics. He
homogenizes religion and sees this homogeneity astla to evolution and superiority. His
autocratic leadership style shows through in thgestent]j know where | am taking this meeting.
He had already decided prior to the meeting on whmatoutcome of the meeting should be. This
would imply that he is an excellent strategist.letqays an image of superiority when interacting
with subordinates or fellow colleagues. He claihnt it is not his interaction with people that has
helped him evolve butading my interaction with peoplmplying that there is limited capacity
for others to influence change in him during areiattive process. This portrays a person that is
self- absorbing and arrogant which is contrary he tempowerment agenda’ he fosters (see
Chapter 7). This implies that individuals like thencipal are social actors and what they say and

act upon is determined by the context and situdtieg find themselves in.
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As an ethnographic researcher, | could not helpnig¢hat he was setting me up to profiling him
in a particular way. This reinforces my view that is an excellent strategist and that he would
expect a particular outcome of this study even ghotlne study was not about whether he was a
successful leader or not. This observation of thacppal's behaviour is not unique to the
research. As mentioned earlier he had the tendefcsaying and acting depending on the
situation and context he finds himself in. Beingtd the sub-culture of the school, | was able to
see through this strategy and present the dataandlytical distance.

6.3.2 Racial subjectivities formed

A number of writers argue that ideology is implextin the formation of subjectivity (Foster,
1993; Probyn, 2003). In Chapter 9, | explore howvdihganisation of space and relations of power
create certain discourses that influence manageamehteadership styles. This section uses a few
extracts to highlight how the principal’s subjedties as an individual are bounded by the
interactions and relations he experiences in tlwgosdeological space he finds himself in. His
conscious perception about the altercation at Hezed Dam (p.95) is linked to broader
sociological frames of race and colonisation. Inaftbr 4, | discussed the process by which
subjectivities are formed as outlined by Davies3@,%. 233). These understandings then form the

basis for interaction with others.

The principal categorises himself as an Indian@thérs asvhites, Afrikaners, from the arnegc.
The categories he forms is as a consequence ofnleolas positioned himself in the apartheid
discourse (as a victim). He gives meaning to thgirorof words and labels and in so doing
establishes a cultural and historic identity. Despieing the victim of the apartheid discourse, he
promotes the Indian culture and history by positigrhimself as knowledgeable. He emotionally

invests in positioning himself as a proud Indiad &nirked when challenged.

How does his positioning resonate with the cultarad racial setting of the country and Primrose
Secondary in particular? South Africa is experiegcihe influences of globalisation as well as

numerous leadership challenges due to societalgelsathat have taken place since the first
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democratic elections in 1994. One of the critisalies and main obstacles and barriers to building
a culture of valuing diversity in South African argsations is the socialised mind-sets of the
different cultural groups. The entrenched mentaties tend to manifest in the implicit norms,
values and perceptions of self and others anddxpdicit expression in management practices and
behaviour. There has been no noticeable, overt viimlva by the principal to show these
entrenched norms. However, in Chapter 8 | will dsschow other members of the SMT show
pathologising discourses towards learners. For elg@nin the extract above, racial categories
embedded through apartheid become a means of datggm of groups of individuals and their

practices when interacting with one another.

During apartheid it was common practice for the esuof ‘non—whites’ to be changed so that they
would be easily pronounceable to the whites. Thastice can be viewed as a form of subjugation
of ‘non-whites’ by the whites. Here, the principa$ an ‘Indian’ subject has deconstructed
apartheid discourses and has emotionally investede position taken and shows his distaste for
these practices:

My grandfather when he worked as a brass smith imey Manor, they couldn’t
pronounce the name Thungamuthu. His brother's naa& Nagamuthu. The white man
called him Simon. Nagamuthu was called Peter. Ymwkike Simon and Peter from the
Bible. Like the white guy, they knew nothing almoithing, they knew nothing about food,
like the Indian doegpfincipal- morning session in his office)
The principal participates in the discourse of whéss by contextualising his experience during
apartheid. He refers to the change of names anpréifixing of names by whites during apartheid
(Nagamuthu was called PejeiThe extract clearly shows that the principalgloet like religion
being foisted onto Indians (Hindus). An exampleho$ given by the principal is thélhe white
man foisted onto indentured Indians names from the Biblis dislike of the oppressowlite
guy) is further reinforced by his belief thahy knew nothing about food, like the Indian does”
In a discussion at a staff meeting on the provigibeleaning services to schools, the principal
comments on how he sees the ideology of aparthesidyperpetuated:

Some ex-HOB schools get the cleaner subsidy. Like | know Sthimary they get money
for that. We just get a little... Mrs N... how muahvee get? R800 a year or something. We

MUnder apartheid the South African education syste divided along racial lines. Indian schools watassified
under the House of Delegates (HOD); Black schoontieuthe Department of Education and Training (D&
white schools under the National Education DepantridED).
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are perpetuating apartheid. The white schools wilhtinue to be white schools for the
next two decades. For the next twenty years ydunailget any change. They have what
we call trust funds that cannot be touched. Theoanting people will tell you. In 1992
remember the white schools received better sulysgywhite child, they took all that
money. Remember this was public money and theyt potio trust funds. Now if the
principal wants something he speaks to the trusteatsthe SGB, that's a separate thing,
they get the money from the government. That'siagliexample- one school they wanted
three PR% and they got that just like that, no fights. Gohool has thirty SGB teachers
earning the same salary as state teachers. | dwaitt to prolong this but they get a"4
cheque. The principal gets a car subsidised bysth®ol

He uses the ideology of apartheid to make mearnirdifierential provisions to schools. Despite
the transformation efforts of the DoE, historicaladvantaged schools have remained so,
according to the principal, due to their regulatagmission processes and fee paying policies.
Meanings that are made are bounded by historyespad ideology. The principal’s daily life is
caught up in complex social, political and philosgal concerns. This is a point made by

Mansfield (2000) on the social and cultural entangnts of subjectivity.

His ideology about teaching is strongly linked tdtare:

| used to flourish in the history class. Call mhistory textbook. You must be able to read,
articulate, interpret, and deliver. It you stop tite interpret and don't deliver you are
wasting your time. The child’s tongue must be haagn class. He must be asking for
more. You want to try and achieve that in your €ldahe child is waiting now to find out
hey what this chap is going to say next that | asmg to flourish, get onto a higher
learning plane. So there are a lot of things we tm@arn from India. No not only India, but
in Zulu | learnt the Zulu culture, the India culaurBut | am spiritual, not religious as such,
but | studied comparative religion as well.(pringalpmorning session in his office).

Ideologies and intentions of the DoE do conflicthahat of the principal. A case in point is the
efforts by the DoE to re-train Mathematics educator

We have a problem with teachers going to worksteoqms then coming in and teaching
Mathematics. The Department wants to go and re-gédahe whole thing. Now you tell me
who are you going to re-train? It's going on foretlast three years. They said they are
going to put money in... for me they are throwing eyoat old things. They needed to in
1996... | mean you tell me how many people are dyirmugh HIV, which is only one,
and then you have the normal attrition with peogdgring, medical boarding, transfers
and they haven’t catered for thadrincipal at staff meeting)

2Abbreviation for public relations.
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The principal sees this re-training as a futil@rffjiven other national priorities and priorities

the educational field. Such sense-making is bommeod years of experience of the practical
realities on the ground. However, there is no placeéhim resolving these ideological problems:
South African policies are made by governments ma#tonal policy space and sent down for
implementation by provinces and schools. Very yasgk school principals or educators brought
into forums were issues of policy are debated @&sdlved. The principal sees himself voiceless

and powerless in influencing the curriculum polprpcess.

In a discussion at a staff meeting on the presgstem and how disciplinary measures in the
school could be improved the principal states:

It's impossible to get a homogenous lot of childiBat we need to reach that utopia that

says poverty is no excuse for ill-discipline in g@hool. The utopia is that, we need to

have some control over protection of the teachbenTwe need to say we need to protect
the pupil and the culture of teaching and learnifts as simple as that. How do we get

there by getting all these appendages to assi§inuzcipal in staff meeting)

The section on discipline and control is discussede fully in Chapter 8. Poverty as a social ill is
seen as a contributor to poor discipline in schobke principal is of a contrary view where he
reiterates that poverty is no excuse for poor gise. The principal’s subjectivity is formed by
his ideology and history and it could lead to tensand conflict with ideologies of other staff

members and those he interacts with.

The principal’'s subjectivities are, however, mohart an effect of discourse. In Chapter 4, |
presented arguments from McLeod (2000), Weedon7j1%hd Butler (1997) who argue that
some post-structuralists run the risk of suggedtiag subjectivity is merely an effect of discourse
In the rest of this section | will explore how thencipal’s individual subjectivity and life histpr
and the ways in which the broader social, insbiuti and educational practices contribute to
forming subjectivities. Earlier in Section 6.3.Héscribed the principal’s leadership philosophy.
As an agent for change, he sees himself workindimvithe contradictory positions he finds
himself in.

In the excerpt below, we see how the principal usseunderstanding of the broader social and
cultural context to make meaning of an aspectarler discipline:
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Our Indian pupil is the most troublesome ever. Guiian parent is the most troublesome.
Some of them have this perception that the moreshiow in terms of materialism, the
more control you have. You become a control frdajou give more. You establish
discipline first, you establish the love, you dofdist the love. You don’'t get up one
morning and say, son you must love me. Son youresstct me. It doesn’t work like that.
You lead by example. Yesterday we had the thingtaiopearance. If the lightyis
looking shabby, you look at yourself first. He pably mirrors you. On the other hand
when you had the opportunity, when the lighty isybwith the tattoo on his face and so on,
you just said no, once ofprincipal, talking to researcher)

The extract highlights that racial subjectivitiee dormed around how parents bring up and
supervise their children. The model of parenting (bdian parents), and by implication
leadership, shows how the principal positions hifree a higher moral ground. These meanings
arose out of experience and interaction with variepheres in the community. These meanings
can arguably not hold true for another person, arel dependent on how interactions and
experiences of individuals shape the formatiorhefrtown subjectivities. The principal is able to
make this observation as Primrose Secondary Séh@multi-racial school. The observation he
makes refers to the trapping of materialism thaems are caught in at the expense of good
parenting. The subjectivities formed by the priatis attributed to social factors such as
globalisation, moral degradation and associatekitls.

6.3 Conclusion

This chapter provided insights into the charactethe principal and the ways in which his
subjectivities are formed. It painted a biographyttee principal using the theoretical lens of
subjectivity. The principal as an individual in mgeractions can strongly influence the leadership
culture of the school. Meaning-making by differerdividuals in various interaction sets is key to

unpacking positionalities and subjectivities ofiinduals.

In Chapter 7, | will present certain cases of lesldi@ practice to illustrate how leadership and
management discourses are formed in the schoohandthese lead to certain positioning of

individuals and formation of their subjectivitieln Chapter 8, various centres of power are

13| ighty’ is a slang word meaning boy.
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explored and the link between subjectivity andtrefeships of power is explored in greater depth.
Chapter 9 explores how space is organised and letatians of power inform the notion of
subjectivity. In the last analysis chapters, Chafi® the construct of ethics of power provides

insights into how value-based subject positiongaken.
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Chapter 7

Discourses of leadership and management

No single or centralizing body such as the statetrods power ..... different discursive
strategies can become exhausted over time. Themotison one side, a discourse of
power, and opposite it another discourse that roaanter to it. Discourses are tactical
elements or blocks operating in the field of foretations; there can run different and
even contradictory discourses within the same sgwt they can, on the contrary,
circulate without changing their form from one d&g@y to another, opposing strategy
(Foucault, 1976, p. 101-2).

7.1 Introduction

In the extract above Foucault (1976) argues thatadirses emerge, dominate and sometimes
disappear. In this chapter | used discourse arsatgsanalyse and tease out the various discourses
pervading the management and leadership space isctivol of the study. The literature shows
that discourse analysis has not been applied mudhe field of leadership and management
(Humes, 2000). Ball (1990, 1994) and Humes (20@@e successfully applied discourse analysis
to the UK and US policy processes in relation tadkrship and management. Anderson and
Ginsberg (1988) have used Foucault’s theoreticedpaetive on power to shed light on the field
of leadership and management. Davies’s (1994) shady shown that schools are active sites
where competing management discourses prevail.obises serve the purpose of managing
meaning and shaping perceptions, behaviours ardigea of those in the institution. However,
Humes (2000, p. 18) argues that “they can alsoeskrss benign purposes and can operate as
barriers to thinking about ‘first order’ question$ aims and values. When this happens, the
restriction serves to limit the parameters of leggte debate about policy and management. In
other words, discourse itself can be subject toagament” (i.e., the discourse can be managed to

wane and peak in various situations).

Writing specifically in the South African contex@gerkhout (2007, p .408) analyses management
discourses against principles of social justice stnongly articulates that leadership is more than

an agent with leadership traits and with excelleahagement skills or competences- leadership
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must be grounded in principles of social justiced democracy. She uses the case of curriculum
reform to point out the contradictory pull of discees, for e.g., the centralisation/ decentrabsati
discourse:

Apart from the contradictory pull of the new na@burriculum (Curriculum 2005, revised in
2001 with its attendant assessment policy to bdemented as the RNCS) and the historical
national Grade 12 examination, the South Africamdsts Act (RSA, 1995) furthermore
locates school leaders in the paradoxical cenaitidis/ decentralisation discourse. This policy
discourse espouses democracy and decentralisdtioimdnde, 2002), while concurrently
reasserting central control especially via theicuam and assessment system. In a context of
implementing controversial reforms, this puts s¢headers in a position where they are at the
centre of political conflict (Weiler, 1990) putsetin at the centre of challenging, re-
interpreting, and re-creating (Ball, 1995) policgven while espousing compliance. This
creates complex interactive discursive regimes, revhiae historic ‘matric examination’
contradicts the transformative discourse of a nesessment system. Related to this the
concomitant global discourse of competitiveness padormativity further precludes the
transformative reconstitution of schools in theerests of democracy and social justice (2007,
p. 408).

There are many areas of leadership practice whscewses are at play. In this chapter | teased
out various discourses of leadership and managemehtee areas of the school’s activities to
highlight the dominant discourses at play: the qpostvisioning norms; the professionalisation of
management and performativity and appraisal. Thergemce of various discourses would be
traced within these activities, as well as the waysvhich these discourses constitute various
subject positions for the SMT and SGB. There arayndiscourses that emerged in these three
areas of leadership practice, for example, admatige rationality, performativity, appraisal,
professionalization, decentralisation etc, formiagcomplex, interactive discursive regime
(Berkhout, 2007).

7.2 The case of the Post-Provisioning Norm (PPN)

In South Africa, a New Post Provisioning (PPN) mlp@acapsulated in the Government Notice
number 1451, Gazette number 24077 of 15 Novemb@2,2tas been utilised to distribute posts to
schools. To accommodate the new subjects in thenadtcurriculum statements, the Department
of Education (DoE) has provided interim subjectgiding norms, for subjects (see Annexure C-
the PPN for Primrose Secondary). The model didge®yosts in accordance with the following
relative needs and priorities of institutions:
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Educational and organisational requirements acogrtti class size;
Whether or not more than one medium of instrucisomsed,

The number of grades provided by the school;

Poverty index (DoE, 2002).

o O o o

As the PPN is legislated, it is expected that sishaeod the provincial DoE comply with this
legislation. A number of discourses emerged indage of the PPN (administrative rationality,
market driven discourse, rationalisation discour§ag establishment of the PPN has been driven
by the discourse of administrative rationality. Adistrative rationality is output and efficiency
driven. It assumes that human beings will be mooelyrctive in the work environment if they are
managed and controlled in a manner that is requicedecure the optimum output for the
organisation. Ball has found *“that educators arereasingly subjected to systems of
administrative rationality that exclude them from effective say in the kind of substantive

decision-making that could equally well be detemxicollectively” (Ball, 1988, p. 153).

The PPN dictates the number of personnel neededaffiorestablishment. At the level of
implementation, a PPN signifies that certain edusaimay need to be relocated to another
institution if they are in excess to the currerdtitaition’s requirements. In 2008, the PPN for the
number of posts in the majority of schools was ceduand this had a demoralising effect on
many educators who were forced to shoulder incceasekloads and to teach in overcrowded
classrooms. The weightings of this PPN varied betwsubjects, for example, Accounting is
weighted at 0,179 and Mechanical Technology atD@&&e Annexure C). This influences the
number of educators allocated to teach these dsbjeSchools were expected to work rigidly
within the specified norms and apply the policyedtives to the letter of the law. Emotions ran
high during this period, resulting in high levelsstress in administrating policy directives. The
principal made such a point at a staff meeting:

We normally have very bad news for staff where aye'you’ and ‘you’ must go. We sit
here and play God. It's like a day of judgementm8body will say ‘I can teach your
subject: Life orientation.’” Last in, first out. Tingrou get the likes of ...going through some
trauma. And then you get the union visiting inaffece. ‘We declared a dispute, Mr ..., we
want to see yo(principal in a staff meeting
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An emotionally charged activity is treated cautigusy the principal and the SMT. The principal
is not unaware of the trauma. The extract revealsbéle warning and implies that the SMT have
the power, educators don’t, and to think of chajleg the PPN process would create more
hassles. Educators are positioned as objects afishourse of administrative rationality. Both the
SMT and educators are pawns in the process. Aragalucould be employed at the school for 20
years, given years of service to the school andnuwomity and be told in a process that usually
takes a few days that she/he is no longer requatethe schoolyou and you must go)he
principal recognises the trauma this creates aditates that he is powerless to intervene. Yet,
this is a highly subjective process with micro-pof in the school playing a contributory role in
terms of who is excess to the organisation’s remuénts. Educators affected have recourse to a
union which is not perceived favourably by the pial as the process becomes put under
scrutiny. The discourse of administrative ratiotyalplays in the same space as the rights
discourse. The ultimate outcome of the process dvdad, not to increase the PPN, but to
determine who would be the next victim of the na#ilisation process if the process was

incorrectly applied. This implies that all staff mbers are at risk and at the mercy of the process.

The process is named as rationalisation and ressuttsplacement, relocation or loss of position
for the educator. Rationalisation is tied to theerests of the state to cut the costs of funding
schools. With the amalgamation of South Africa’eauls under one department of education in
1994, there has since been a tendency of the tetatgt costs by adopting market principles. A
market-driven discourse pervades the school sydBersh (2003, p. 2) argues that a “focus on
official authority leads to a view of institutionahanagement which is essentially top down.
Policy is laid down by senior managers”, generaliyhe national level and implemented by the
staff lower down the hierarchy. The principal isponed as the custodian for the implementation
of policy. The official policy discourse is re-impgeted at local school level. Tensions emerge
when the PPN is calculated incorrectly, as is riegkm a diary entry of SMT member D below:

Management meeting- urgent issue of PPN 2007- ipah@resented a new reduced PPN of
35. Management to scrutinise the document to cferoBmissions, incorrect calculations etc.
with a view to secure a more favourable PPN. Oupadenent affected directly since
additional post was to be given to ... D..tasked\versee process together with M... It is sad
that the Department keeps on oscillating on an ifgm aspect like post provisioning.
Experts should be retrained annually to authenggatocess of the PPN before releédary
entry SMT member D).
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The extract is an example where the PPN is redt@wdder. After going through a process of
determining who would be in excess to the estaiestt’s requirements, the process starts again,
without consideration of how the emotions and liwdsstaff are affected. The transformative
agenda of the DoE to re-distribute skills does axdtieve its desired objrective. The process to
achieve this is through a de-humanising procesthdrmarea of the PPN, a number of discourses
circulate for different purposes creating contramiy outcomes. Thus, oppositional discourses can
be found to circulate in the same space.

Generally, a dispute would arise out of differemtys of applying the policy directive, rather than
the policyper se Ball (1988,p.126) makes the point that “concéis efficiency are treated as
though they are neutral and technical matterseratan being tied to particular interests. The
guestion of ‘efficiency for whom’ is rarely askeHfficiency itself is taken as self-evidently a
good thing”. In the case of the PPN, efficiency esnat a cost: the educator to learner ratio is
increased for purposes of rationalisation of posg#i and funding; and there is a shift from
specialist towards generalist offerings for an etioic The offer of some subjects that few learners
opt to take (for example, technical electronicsplies that a specialist teacher in this subject has
to be retained at the school. For him/her to hafidldeaching load would require other subjects
be given to him/her resulting in another teacheo wiould have served a greater number of years
being rationalised or displaced. This contradi¢ts teacher-training approaches in the South
African education system where specialisation &diged. The educator here is positioned as a

generalist educator through the discourse of adtnative rationality.

A policy directive such as the PPN from the DoEyical of a formal model of leadership where
the focus is “on the organisation as an entity #mal contribution of individuals are under-
estimated or ignored. Formal models assume thgbl@emccupy pre-ordained positions in the
structure and that their behaviour reflects thegaaisational positions rather than their individua
gualities and experience” (Bush, 2003, p. 3). Tdashumanising characteristic of administrative

rationality is exemplified in the extracts above.
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The reduction in the number of teaching staff incadance with the PPN of the institution shifts
education management from bureaucratic to entrepreal management. In Primrose Secondary
School, in order to reduce the educator-pupil rafbmr governing body-paid educators were
appointed in 2007. In the extract below, a scenripainted by an educator that highlights the
difficulty that a school is placed in because & BPN:

An outsider comes and says that | am giving youORAQ@0 to employ governing body
educators to make the workload less in the schabkcause | know of the suffering we go
through- sometimes when | sleep at night | thindualb....it will make the life of the educator
pleasantmale educator at car park duty point).

Governing body educators are generally unqualiftedynderqualified, some fresh out of school.
Therefore, the purpose of improving the qualityediucation through reduction in the teacher-
pupil ratio may not be achieved. The PPN necessitdte running of schools as enterprises with
clients (learners and parents), stakeholders (S@partment officials), and other business
processes such as collection of fees and paymenttildly bills. Bloch (2009) presents an

alternative characteristic of the discourse of austiative rationality given the current

dysfunctionality of the majority of South Africancteools. He argues that educators need
administrative efficiency and the ordered predititgbof a well-run school in order to achieve

success in the teaching and learning processes.ré&imforces Ball's (1998) point made earlier
that concepts like efficiency are treated as newnal technical. In the case of the PPN, the

intention of this objectivity is tied to the intets of state to reduce funding to schools.

7.3 The professionalization of educational managemeand leadership

In education leadership and management, a numbdisoburses emerge as the field becomes
professionalised. ‘Professionalism’ is presentedaasapolitical and common-sense construct
broadly defined by specialist knowledge/qualifioas, meeting high standards, self-regulation,
and a high level of autonomyPénguin English Dictionaty 2000). Hargreaves (1997)

distinguishes between ‘being professional’ (rustandards and procedures guiding the individual
worker’s behaviour) and ‘being professionalised’enghthe entire occupational group raises its

standing, status and rewards. In South Africajigithe general level of quality in education has
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become a significant challenge. In 2008, a natlgnalo-ordinated process began to

professionalise school managers.

Another element of the professionalization of ediocamanagement and leadership is the way in
which the field of leadership is driven by markeinpiples. A strong market-driven discourse
pervades the leadership space. Market principleassociated with concepts of competition, self-
management, efficiency, performativity and profesal entrepreneurship. Market principles have
taken precedence in the kind of financial manageéraed accountability skills required of the
school leader as outlined in the course contetli@ACE qualification. In Primrose Secondary, as
in all South African schools, this places incregsiiemands on the principal and his management
team towards running the school like a businessh sas: drawing up of budget; audit
requirements; tender and procurement processesicied controls; accountability and regulation;
raising funds etc. Financial sustainability is nefwouldered by the school:

Ladies and gentleman, we went to the SGB meetmg.wére ably represented by Mr
....... and Mr ...... Looked at finances of the school.n&e enough money to run the
school for the next two months. We are looking &6R)00 per month. We have some
major water leaks, with whatever money we had toycas to November, if you look at
the application fees and so on. However, apart ftbenwater account doubling, we have
an issue with textbooks. The monies haven'’t comeaple want FET books and so on,
so we had a further proble(principal at staff meeting).

There were many instances captured where the sshiowhnces was an agenda in the staff
meetings. Despite a budget being drawn up and atelidin November of a school year, the
school’'s finance is always in question becauseanf-payment of school fees (see Chapter 9).
Primrose Secondary School is a Quintile 5 schodlraceives 5, 7 % funding from the State. An
entrepreneurial discourse pervades the school rsysBchools are run like businesses with
challenges of raising capitdirfance) overheadswater accountand, resourcesextbooks This

is an effect of the decentralisation discourse wlegtucation provision has been decentralised to
the province and district level. The principal isaihcially accountable for costs incurred and
processes followed. In the excerpt below, he consnem how he is perceived in these processes
and how he reacts when the SGB does not followetepibcesses:

Listen, they can’t find any fault financially. As&r if | ever forced her, or anybody to buy
anything from anybody? | will never do that. Listérs down in the staffroom that | buy
from my people. But listen | sleep well eh. | slaeggl because there’s these old ladies
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here, | call them young ladies, ask ..... , ask thB.S3@ever push for everybody. I tell them
go and get me the three quotations. | look at thatations and say, “Right keep it there.”
There are issues. Like the tender system. Wherender, |1 ask her, “Where you got the
tender from?” She tells me A, B and C. At lease¢htenders and even if the governing
body doesn’t get any tenders, | get angry. | gel,veery angry principal at staff
meeting).

In Chapter 6, the principal was under scrutiny whaastioned by staff about the tender process.
In this extract, he claims that the SGB does ndibviothe tender processes. In a community,

where the provision of services (for maintenancéhefschool, supply of textbooks, stationery) is

in abundance, the three quote system does notsadgsnsure that a fair and just system was
followed. The accusation made by staff thabhgs from his own peopig again indicative of the

distrust of the principal and the processes hevd|

The role of school governance is the responsibditghe SGB. The principal is the accounting
officer of the school and has to ensure that pragmmrernance controls are in place, as he is
accountable at the level of operations. The ‘tendsue is a symptom of broader corruption
occurring in society. Government processes arensaatiny and are constantly publicised in the

media. In the school the ‘gaze’ is ever prestrgy say | buy from my people).

Another feature of the professionalization of ediocel leadership and management is the point
made by Ball (1988) that “professionalising disszuallows its speakers and its incumbents to lay
exclusive claims to certain sorts of expertisegaoisational leadership and decision making - and
to a set of procedures that casts others, subdedinas objects of that discourse and the recipient
of those procedures, whether they wish to be of (idll, 1988, p. 12). The decentralising of
management by the formation of a SMT resulted énathocation of certain tasks that fall heavily
on the shoulders of SMT for e.g., disciplining, ehwing learners and parents, school assembly,
drawing up the agenda for the assembly, senioificate examinations, school time table, relief
time table, etc. In Annexure D, a circular handegarents about his resignation, the principal
wrote:

The school has reached an all-time high and is ubtedly an educational force to be
reckoned with. Accolades have come from many q@artgoliticians, NGOs, CBOs, the
education departments, schools, tertiary institagioetc. to attest to the quality education
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institution that Primrose Secondary is. The variooedia resonates with articles,
interviews and pictures to trophy brand the school.

The principal positions himself as a managementepsional. He has optimised on resources to
build the school as anetlucational force to be reckoned witlfletter of commendation). In
Primrose Secondary, the principal’s leadership wais exclusive. In Chapter 6, | showed how the
principal laid claim through leadership expertiseotigh his upbringing and training. There was
no doubt to the internal or external stakeholdeas he was the head of the institution.

In the extract below, he declares his intentiofoster religious tolerance and gender equity at the

school:

| want to see a cross section of learners acros® rand gender, we don’t only teach
learners that can sing, we as educators we must t@ach. | want to thank you upfront
because this is not part of your job descriptioauYare doing it of your own accord. Bring
educators on Board. Ask Mrs G....... to write a sclsoolg. Mr M....... , | don’t see your
report here. You have a Hindu association. Telhst this is all about. We don’t want to
create a situation where we are seen to be purdirmarticular religion. Every religion
must be given an opportunity. | am sure you areungaénough to understand that. | am
not going to say let's get a Muslim Associationeixelr am leaving it to the Muslim
educators. | am making an open statement. You &awpportunity to do it. All religions,
please go ahead with (principal in staff meeting)

He is forceful in his instructionl {vant to see a cross section of learneasyl patronising in his
belief | am sure you are mature enough to understand tfidt® claim to knowledge includes
religious tolerance. The exclusive claim to certaims of expertise could also be a consequence
of the training and specialisation of specialisnagers (e.g., the ACE qualification in Educational
Leadership and Management, in the case of the ipahdhe has a Masters in Public
Administration). Even though the SMT is involved time decision making process, the final
decision is taken by the principal. This structiyraxcludes others from the decision-making
processes. The principal, as the head of the utistit, is also invited to strategic departmental
meetings, reinforcing his accessibility to exclesknowledge available to heads of institutions.
The professionalization of leadership and managémesures that its members and incumbents
lay claim to certain forms of knowledge that is geherally accessible to all, and the discourse
perpetuates certain practices in the organisafiiwrexample, the exclusion from decision- making

processes.
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At another level, a discourse of political correds (openness, transparency, and religious
tolerance) is shown. The principal would not likebie perceived as going against the aims of the
state. At an ethical level, his approach to religidolerance is aligned to the values of the
community. Religious tolerance fostered at the ésgHevel in the organisation, augurs well for
the school, as learners come from diverse rac@keligious backgrounds.

Part of the professionalisation discourse of leslipr and management is the silencing of
dissenting voices. Blasé, and Anderson (1995, psi@w how a “culture of niceness leads to the
institutional silencing of criticism”. This happems a management meeting where dissenting
voices are silenced by ‘niceness’ (the staff is pl@mented on work done in another project) and
the need to project a ‘management view’ to edusalorstaff meetings, the management view is
presented by the principal, and the rest of the SV silenced by virtue of their SMT position
even though they might agree with a dissenting e made by other educators. Blasé and
Anderson reinforce this point:

Norms of propriety, courtesy and civility discouesttpe voicing of concerns that would be
construed as a challenge to authority. Dissenilesiced by representing it as straying
beyond the boundaries of acceptable professionstodise. Descriptions such as
‘troublemaker’, * anarchists’, ‘negative’, ‘not aam player’ and ‘over the top’ are used to
label those who refuse to play by the rules of ghaene devised by management. The
individual is marginalised and pathologised throughelling in order to protect the
legitimacy of the institution (1995, p. 13).

In the exchange below, in a staff meeting betweeBMI member C, an educator and the
principal (as Chairperson), the SMT member C aecettucator are silenced by the principal, who
indicates that their response will delay the megtifhe uncomfortable issue (for the SMT) of
school discipline is temporarily shelved:

Educator (M): Mr Chairman, |1 would like to raise an important igson discipline at our
school...

Principal: We cannot allow discussion... | will be delayithg meeting. We can’t please
everyone.

SMT member CWe are not sure if Mr ... wants to make an obs@&watr a suggestion in
regard to discipline that could determine the tifa&ff meeting).

The level 1 educator is one of the few educatoas Would ask the ‘*hard questions’ and place
SMT members ‘on the spot’ in staff meetings. Howeuee was not allowed to voice his

suggestions/concerns. This is an example of hegediting voices on an issue (discipline) are not
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entertained at a staff meeting. Lack of time wasduas a silencing mechanism to prevent the
articulation of alternate voices. This shows tle principal uses all strategies at his disposal to
push an agenda. In this case, the lack of time weasl as a strategy. Another way in which
dissenting voices/ actions are silenced is thréatamsfer of individuals to another school. The
extract below reveals this aspecmust start off on the premise of what your spewads are. If
you prove yourself we retain. If you don’t proveisgelf we will let you go. You can check here we
have a 99% success rate of pople that were ablerawe themselves, stayégrincipal in his

office).

Here we see the discourse of power and regulata@alescing with the professionalization

discourse. Educator performance is used as a i@tdrdnsfer strategy. This conversation

happened before the implementation of the IQMS apal system was implemented at the
school. The discourse of performance and appraishscussed in section 7.4. A poor-performing
educator was transferred to another school instédeing developed and nurtured at the school.
Although the principal does not have the powersappoint /dismiss/ transfer educators (this
responsibility rests with the DoE), he can recomdnem educator be transferred without

consultation with affected staff members.

At another level, a very strong silencing mechanismade through policy discourses. Provincial
DoE and schools are expected to implement polizeldped at the national level and are not
invited to comment on it or input anything to i. the extract below note how the fruitlessness of
discussing policy is emphasised at a staff meeting:

Educator (F): Mr M... that was a directive, and at that meeting yeere not allowed
discussion.

Principal: I'd say we were allowed limited discussion.

Educator (F): No matter how much we talk about it, we still héawelo it. So | would
suggest we don’t address it now. We are not astipiblicy. We know we have to go with
it. But it's a waste of time if we talk about itvno

Principal: | think we understand that. We do not have toigfet a political debate. We
can get into a logistic debate. Don't get into thieective because then it may be some sort
of gross insubordinatiofprincipal and female educator at a staff meeting).

The educator has identified herself as an objetiia@rmpolicy discourse. The extract also highlights

the judicial relation of power that exists betwettie DoE and the educators. Educators are
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expected to follow policy or be charged with insudioation. The frustration of the educator is
evident No matter how much we talk about it, we still htvéo it). The principal comments that
he cannot question a policy directive. It is impottto note that the principal represents the DoE
in schools and not following the directive couldukl in gross insubordination. The principal’s
inflexibility in allowing educators to engage withe policy is contrary to incidences where he
ignores policy directives (see extract followindjere the principal uses the official policy
discourse to regulate and constrain the conducstaff. The frustration of the principal is
highlighted in the extract below at a staff meeting

As | mentioned in the management meeting, thisulaircis utter nonsense. This is
absolutely poor timing. The Department does notkndnat they are doing. And not to get
emotional, if you bang your head against a bricklwgu’re only going to hurt yourself
(principal at a staff meeting).

Even though the principal is mandated with impletimgnthe policy, he is not in agreement with
the policy. The principal makes conscious choicksua which policies to engage with. He
strongly objects to policies that do not make sdoskim, or is poorly timed. However, not all
educators respond passively to policy directivepased on them. Post-structural feminists
(Butler, 1990, Cannella, 1997) do not accept thdividuals respond to managerial decisions that
are imposed on them. Individuals re-interpret polnd transform practices through individual
and collective agency. The excerpt below from SM@mher F shows that within the SMT, the
model of management operation is questioned atidued based on experienced realities:

As | told you earlier when we were looking at oaferfunction as HOD we are getting
paid to do the job of HOD, you know pastoral cafeeducators. We have to look at
educator development in our fields. But when youwehsubject heads, grade heads and
block heads now that is what the principal is agkirs to do. There is so many overlap of
functions. We are conflicting with other HODs. Asaietimes you have a case where one
HOD has already told the educator in his/her depeeit this is what you have to do with
regard to school fees. And | go there as a gradedhend the educator tells me no, the
other HOD has already told me what to do so | adedined (SMT member F in an
interview).

Management styles create conflict amongst HODs e/ldoies overlap. This interview has led to
a positive development at the school in that tlgaoisation of the management structure changed
to the HOD being subject heads based on the ceitrglating to overlap of role function. The
professionalization discourse of leadership and agament has defined itself by specialised
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knowledge, standards, regulatory mechanisms anldsxe claims to knowledge and processes.
In the last few extracts, there is collective agerny staff in questioning the regulatory
mechanisms and claims made by the principal. Anomapt driver for the re-culturing and
professionalisation of school leadership and mamage is in response to the large number of
dysfunctional schools in South Africa. At the staticy level, there are definite measures in
place to professionalise school leaders. Thereahss been an emerging policy emphasis on

highly effective principals.

Globally, there is a shift towards a focus on digltions, training and certification of school
principals (Bush, 1998; Menter, Holligan and Mthvesj 2005). The school in this study is not
labelled as a dysfunctional school as it has aelidugh learner outcomes for many consecutive
years. In South Africa, the pass rate during th&rimaxamination is a general indication of the
success of the school and its leadership. Evergththe principal of the school in the study has
not been through a formal qualification in educatieadership and management, he does possess
a Masters degree in Public Administration, whickezs a broader spectrum of sectors and does
not particularly focus on education. He was ableftectively use his theoretical studies in areas
of practice. He was able to draw on basic leadprghactices to interpret his decisions and those

of others.

The ACE in Educational Leadership and Managemesthe®n specifically designed for school
managers and is limited to the educational managefredd. In this study, neither the principal
nor the members of the SMT have enrolled for theEA@@ Educational Leadership and
Management. This could be due to the lack of ingesatprovided by the DoE. Professionalisation
of leadership and management includes extendirdgiehip development opportunities to the
SMT and the staff. The principal has invested affsievelopment. A concern for the principal
had been maintaining the morale of the staff antvaiing the staff. School morale in most South
African schools has been low because of a randactdrs, including labour disputes on salaries,
career-pathing, benefits, the slow implementatibrihe occupational specific dispensation for

educators, and difficulties in implementing the O&Ericulum.
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In this section, | explored how the professiondiaof leadership and management was driven
by an entrepreneurial discourse and market priesifdPart of the professionalization discourse is
the silencing of dissenting voices either througteractions in meetings or through policy. In
section 7.2, | discussed how the discourse of adimative rationality is dominant in certain
leadership practices to improve efficiency. In tiext section, | will trace the development of a
performance management system in the South Afgchnol system and how various discourses

are linked in particular areas sharing a commoedahje and thereby creating a discursive space.

7.4 Performativity and appraisal

In this section, | analyse various leadership andnagement discourses in the area of
performativity and appraisal. The discourses thatrge are the public management discourse, the
discourse of performativty, the discourse of agakidiscourse of development, the discourse of
empowerment and participation. According to Berkhthe debate regarding “performativity and
the attendant managerialism were fundamentally exshdyy the neo-liberal discourse of the free
market and the power of autonomous agents”. InSbath African context, she writes that
performativity measured against the matric restissourse reinforces existing patterns of social
inequality:

the ‘matric results’ discourse in the shaping dicd leadership practice is a discourse
that structures leadership notions of organisaitioterms of individualised achievement
without regard for the injustice and oppressiorsustains and intensifies within the
broader context of a more ecological awareness discourse promotes ‘stories’ about
schools that emulate ‘matric pass rates’ and ditins with little regard for the
concomitant disempowering pedagogy and learning toinstitutes. Leaders that find
themselves part of this singular focus, become pad story that reinforces existing
patterns of schooling, pre-empting an engagemetht @ducation policy in the interest of
social justice (2007, p. 26).

Berkhout (2007) argues that the drive to improvegsmance (in the South African case this is
measured against performance in the matric exammgtresults in “disempowering” pedagogy
and fosters rote learning. Schools have been faarteach to the test” in order to master the
matric examination questions. She also argueshkeagterformativity discourse had not considered
the vast inequalities present in the provision edources, teachers, qualified mathematics and

science teachers, etc, particularly in disadvamtagbools.
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The drive for performance has ensured that schgdlias entered a competitive market where
school results are publicised and parents get tmsw the best schools in a consumer-driven
market. In South Africa, this has translated ifte haming and shaming of schools in the media.
In driving an achievement excellence agenda, apgirdias become a critical feature of the
political agenda to reform the education system“@amy” educators. Appraisal extends the “logic
of quality control and performance indicators irtee pedagogic heart of teaching. It opens
individuals to an evaluating eye and disciplinaoyver” (Ball, 1990, p. 159). In Foucault’s (1979)
terms, appraisal is a form of examination. Thisnexation is surrounded by all documentary
techniques, for example, self-rating assessmengdstd, observation schedule, making each
individual a case. Lives are lived through the agglation of documentation, careers are collated,
“pinning down each individual in his own particutgf (Foucault 1979, p. 180).

Sergiovanni and Starrat (1998) argue that eduegdpraisal, in the US, was traditionally based
on an autocratic philosophy of supervising subsatés (in line with classical management
thinking). This view is shared by many writers hetfield of educator appraisal (Rasool, 1997,
Davidoff and Lazarus, 1997; Squelch and Lemmer4)l9here administrative rationality has
driven the agenda for appraisal. The appraisaldatators in South Africa has been used as a
mechanism of control and judgement of educatotserahan for their development. Therefore,
educator appraisal has been a highly contestedadra@mnagement in South African schools.
Educator resistance to this bureaucratic, auth@itaand non-developmental approach pre-
1993 found expression in an agreement reached dyStuth African Democratic Teachers
Union (SADTU) and the DoE not to allow inspectorsl assuperintendents into the classroom

until a suitable and agreed upon performance aggdraystem was on the table.

In 1993 the Education Labour Relations Council (E)Ra statutory body responsible for
providing bargaining and negotiation mechanismsedacation matters resulted in the major
teacher organisations being involved in the formiotaof policies relating to their professional
status and development of educators leading t@rimulgation of three appraisal systems with
uneven implementation in schools. These were tlreldpmental appraisal system (DAS), that

came into being on 28 July 1998 (Resolution 4 @8)9the whole school evaluation (WSE-
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Gazette Vol.433, No. 22512) that was agreed on 2004, and the performance measurement
system (PMS) that was agreed to on 10 April 206s@tion 1 of 2003).

The aim of DAS was “to facilitate the personal gmfessional development of individual
educators, and to improve the quality of teachiracfice and education management through
the principle of lifelong learning and developme((LRC Manual for Development Appraisal,
1998,p.3). According to Gallie (2006), DAS reprdsena radical shift from previous teacher
appraisal exercises in South Africa in that it v@astakeholder-driven and transparent targeting
school- and office-based educators. DAS was undeegi by the "seven roles of educators”,
formalised in the Norms and Standards Policy fdudators ( 2000 ) . DAS was criticized for its
ambitious, complex and time-consuming content arefruments (Gallie 2006; Barnes 2003;
Barasa and Mattson 1998). In addition, these stutbend that the DoE did not have the

capacity to implement a national system wide apptand professional development system.

In 2000, following Section 3 (4) of National Eduocat Policy Act (NEPA), the national policy
on WSE was released to monitor and improve schoAtscording to the DoE, the aims of the
WSE policy were as follows:

» to inform the national government, provinces, ptreand society in general about the
performance of schools and the standards of lesiraehievements against nationally
agreed criteria;

* to provide substantiated judgments about the guafiteducation to inform decision-
making, policies and planning within the provincelat national level;

» toidentify key factors that, if developed, will prove school effectiveness;

* tolay a basis for school improvement through aess of internal and external
evaluation and the identification of good and peatmtic practices (2001, p. 39).

As the name suggests the WSE policy provided datthe development of all aspects of the
school. The WSE policy outlined nine standardizedgrmance areas covering the following
school inputs, processes and outcomes:

* basic functionality,

* |eadership/management and communication,
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» governance and relationships,

» quality of teaching and educator development,
e curriculum provision and resources,

» learners' achievements,

» school safety, security and discipline,

» school infrastructure, and

» links with parents and the community (DoE, 2004 1.

The professional development of teachers was dfisgmt theme in the WSE policy. One of the
main criticisms of the WSE policy was that theseenareas did not give input on what works
and what doesn’t in the school environment (Risi2807). Another concern was the balance
between school self-evaluation and external schwaluation that appeared to advantage better

resourced schools (Lucen, 2003).

Following the challenges of the implementation bE tWSE policy, in 2003 the ELRC
Resolution 1 of 2003 on the PMS was released tuateaand improve performance of all public
servants against pre-specified goals. In 2003pgooitant initiative by the ELRC (Resolution 8
of 2003) integrated the three quality managememstesys to form the integrated quality
management system (IQMS). The IQMS targeted thare@ment of performance - the parts as
well as the holistic system. The IQMS is informed 8chedule | of the Employment of
Educators Act, No. 76 of 1998 for performance eatun of educators. The purpose of IQMS
is:

* To determine competence;

» To assess strengths and areas for development;

» To provide support and opportunities for developierassure continued growth;

* To promote accountability; and

* To monitor an institution’s overall effectivene§d RC, 2003, p. 8).

In order to implement the IQMS policy effectivelyet following structures are required (ELRC,
2003, p. 9):
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* The Senior Management Team (SMT), which consisteeprincipal, deputy principal
and education specialists (heads of departmengjir Timction is to ensure that the school
is operating efficiently and effectively.

» The Staff Development Team (SDT), which plans, sees, coordinates and monitors all
Quality Management processes.

» The Development Support Group (DSG), which, forheaducator, consists of his/her
immediate senior and one other educator. An eduaai@y request additional DSG

members to be appointed. Their function is prinyanikentoring and support.

Leaders at various levels of the organisation leagkear role to play in terms of the development
of the individual educator as well as the orgaimsatThe policy on IQMS lays down the policy
context by specifying roles for the different plegieThis appraisal process is fraught with
emotions and subjectivities and is objectified tlglo the application of rational techniques as
specified per policy. The educators are appraisedgiven a final score according to set criteria
(called performance standards). The final scoreeaed by the educator places a value on the

individual and determines whether he/she meetpéhermance standards set by the policy.

In a staff meeting, the principal provided his mptetation of the IQMS and the usefulness of a
working instrument developed from the policy by tmncipals of the district. This reveals the
difficulties of implementing a policy as intended:

The first one came from the Department and wasackst down to you. The second one -
because of the anomalies that existed within tloipces, within the regions and intra-
school and inter-school- they decided to come witiniform document. That document
is one that underscores the parameters within winehoperate. Beyond that we need a
working instrument. They call it an instrument khat is a misnomer because you know
that even in your school where one department thalsan educator is a super educator.
This educator is rated mediocre in another deparnimlewant someone to argue that. It's
a fact. So you know in our own school we are hatag problem so what's happening
throughout the country. So, the Phoenix distriogytgot together a team to pan out some
sort of instrument that will be user friendly. $®y extracted at a functional level, not
the theoretical or philosophical level like thestidocument. Functional level, let me give
you an example: mark book, high flyers, that'sindhe document but they unpacked the
whole document and said right, there’s it. So ifi atisfy all those requirements then
obviously you are a ‘good thingprincipal at staff meeting)
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Principals from the regions crafted another docurenQMS that was user-friendly and created
clarity on scoring in the IQMS. The extract abogeaals that the rating of educators according to
scores is subjectivehis educator is rated mediocre in another departthpeDisparities exist
within and between schools in terms of excellemctheé appraisal system. The principal wants to
use the document to simplify and eradicate the hdigparity in scoring not only between
individual departments but also among schools endilstrict. The policy intentions are interpreted
in a variety of ways at the sites of implementatiogsulting in a degree of subjectivity. The
proactive step taken by the district-level DoE eveloping a working instrument within the
parameters of the official policy reveals that ngera and educators have some control of the
implementation of this policy, albeit limited. THOMS process comes with an endless list of
documentation that is expected to capture the lefvperformance of the educators. The principal
cautions educators to view IQMS as a process rétiaer a product given the highly bureaucratic
dimension when implemented. This risk is articuddty Bloch:

All sorts of structured and formal processes, frgpersonal growth plans to staff
development teams to school improvement plans heeen formalized and their role
defined. Most often, though, such good imperatihese just added to bureaucratic
procedures and paperwork (2009, p. 103).

The discourse of appraisal through the IQMS sysemtended to be developmental. However,
the bureaucratic burden and increased paperwotkests the developmental purpose of the
IQMS. Educators go through the motions as a joluirement rather than actively working to
improve their performance. Tension arises betweighehn order tasks intended to improve
educator and learner performance and routine, teahnform filling tasks. A potentially
empowering system becomes trivialised through dneal administrative burden it imposes. The
discourse of appraisal is subverted by routine.tagdso, elements of a judgemental approach
through supervision and monitoring still persistlzs HOD is expected to observe the educator in
the classroom as well. The IQMS is intended to revexcellence in performance through a pay
increase. The pay increase is an insubstantial anand many educators feel that it is not worth
the effort and increase in workload to go throulgé process with the incentive of such a small

pay increase, but this policy is mandatory.

There are other rewards, however, as the discaifrappraisal is coupled with the discourse of

development in the continuous professional devetypnsystem (CPDS). These two discourses
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work in sync to form a discursive space for imprnavperformance. With the CPDS, professional
learning must be seen as a continuing processdiacators, not just an ad-hoc intervention or a
‘refresher course’ after an educator’s initial niag. CPDS happens first at an individual level
and cumulatively (through personal growth plansjorims the development of a school
improvement plan. Continuous professional develagme not the sole responsibility of the
institution- it should be an individual responsilyilas well if educators are to be considered
measures of professional standards and competante iprofession and are able to meet high
standards of practice. This necessitates the miofeaisation of teaching (Hargreaves, 1980). The
discourse on professionalisation of teaching dalisontinuous learning to meet the increasingly
complex demands of schooling and reforms. Contisymofessional development is not the sole
responsibility of the institution- it should be emlividual responsibility as well if educators doe

be considered as measures of professional standactisompetence in the profession and are
required to meet high standards of practice. Hanges (1997) maintains that self-regulation
around high practice standards will afford educatitve opportunity of establishing their own

collective professionalism.

In the same staff meeting, the principal commentthe value of CPDS:

It should be made clear that this initiative issigpport the programme of IQMS. So it's a
parallel process. Remember from the outcomes ofSQi came up with a school
improvement plan. It lent itself to a district inoggement plan etc., it went in that
direction and there was no return channel as to hesvwere to develop. And that is
where Ikhwezf* has come up with the programme to develop us. ®&ammsaid very,
very clearly it is not meant to be limited to ediacs; it's also geared to develop people
outside the normal field of education. So don’t sess a process that’s going to bring
more work, but rather as our own growth and deveiept. It will merely enhance your
growth as educators because we are finding neetiwéwannot get resources. It doesn’t
cost you any money. They get funding from thesdkilly. You’'ll know about the skills
levy. As educators you all must know that. They igétom the department, from
Department of Trade and Industry. There are so mhmgders. Whenever there is
training to be done all the education departmerasentheir budget. So don’t worry.
That's not our business for now. If we can get sbing free and we can benefit from it
let’s go for it. Now | don’t want to hold the depasent for one term notice. As much as it
has been negotiated in the document. It's not gtangork. It is out of order. Suddenly
they are going to call you next week and say copsals on this and you got to go
(principal at staff meeting).

“Ikhwezi is a service provider offering CPD throumlwhole school development project.
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This extract points to another reason for the sigioe of the discourse of appraisal by educators.
In the same discursive space as the discourseotégsional development, the appraisal policy
expectation is that the discourse of appraisalthedliscourse of professional development would
result in significant change in educator and ultehalearner performance. The policy document
indicates that educators will be given a termsaaoto attend a course/ workshop. The reality is
that educators could be called to attend a works¥itipa few days’ notice. This is an example of
how the intentions of policy are varied at thesité implementation. Once areas for professional
development are identified thereris return channehs to how the school should develop. The
implementation of a CPDS is fraught with difficulijven the history of non-delivery on the part
of the DoE. The reality is that implementation bé iQMS policy is varied and contested. DoE
follow-through on the CPDS of educators raises tjmes and scepticism. In this school under
study, many staff would agree that the process feliswed through as mandated without
bringing forth deep change in pedagogy or manageasernvisaged by the policy. In fact, much
of the school’s focus was on correctness, accuaaclstandardisation of the scores rather than
professional development as the scores are linkedgalary increment. What we see here is that
the discourse of CPDS is fraught with implementatigalities. In the comment below by the chair
of the SDT, the frustration is evident in the slo@ss with which scores are captured- an

implementation reality:

Meeting with .... (secretary of SDT) to consolida@MIS scores onto department grid.

Directions to ... to set up IQMS meeting to discusederation of scores, development of
School Improvement Plan and review of process. [Q#4Spite numerous reminders and

guidance there are still too many errors in sco®gn those signed out by HODs, eg., an
educator was underscored by 10. Greater seriousnessls to be given to the process
involved in IQMS. SDT chairperson had to go arotimel school getting scores or getting

scores correcte@iary entry, SMT member D).

The lack of seriousness on the part of educatotisisgorocess could possibly be attributed to the
small monetary value attached to the appraisaledsas the non-delivery of training programmes
required by the personal developmental plans. Tisesso scepticism of the actual learning in the
IQMS process, suggesting that the policy was impleed because it was mandated rather than
any need to bring about any deep professional &ang

Meeting with Y..at her request to brief her on 1Qfd6an interview post. As an SMT, the
educator ought to be fully au fait with the proceb®w did she implement it in her
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department? Is it only for promotions that we ndell understanding of educational
policies, regulations, procedures and practices® e the judge.

Informal meeting with Y..regarding her promotioneirview. She informed me that one of
the five questions asked was on the entire impletien of IQMS. She thanked me
profusely. | was glad to have made a positive iffee to her career (hoping of course
that she will get the post). Y... was one of thenmaotagonists to undermine my role in
drama in this school of late and my character img@l. However, | bear no grudges for
her, although she has been in management for ..syse is still maturing as a person
(diary entry, SMT member C).

The above extract indicates that there are SMT neesnthat do not understand the policy but
have implemented it in their departments. This daths that the understandings and
implementation of the IQMS policy are varied, eweithin the same school. Policies, therefore,
will remain as policies if insufficient support aneksources are put in at the level of
implementation. SMT member C critiques the mannewhich this policy was implemented. Do
the scores, obtained by the educators in this qudati department in the school, reflect their
performance? As an appraisal system, IQMS is stegpdisparities in the way it's implemented
between schools and within departments of the sscheol. The discourse of appraisal that is
empowering in its intention, weak at the level afplementation and school realities, has
undergone a process of regulation. This is an elaofphow discourses are managed because of
implementation realities. At the level of interacts, this extract highlights how meanings brought

into an interaction permeate the appraisal process.

Professional empowerment as intended by the CPDS&tramgly linked to the discourse of
participation. Educators are rated on their pgoétion in professional development activities, e.g.
curricular development, extracurricular and co-cutar activities. From the principal’s

perspective, participation in extra-curricular aitkes is part of the educator’s development:

| explained to you the duty list, and so on andairse some people have a penchant for
certain things and you encourage them to continuaat. But | also believe in rotation of
duty. It's pointless for people to get into a gealenalaise. You know some things you tend
to stereotype. So it doesn’t mean if you don’t ksmmething you cannot be given the
duty. | also believe in empowerment but you starthea ground floor. That's why we
rotate. We change people. According to my own wile@ Y..who is in charge of AIDS,
but because she is accomplished in the field Isfiemed her to the drug abuse section and
to MIET.

131



The discourse of participation is strongly linked émpowerment agendas of the school
management. In Primrose Secondary, participatioa wrariety of fields is actively encouraged
from top leadership:

We have people that are responsible and generally find that people that are busy
deliver a helluva lot more. You know what | am sgyiWe must be masters of time
management and not doodling here and doing thiseetfhed | gave them that. Safety and
security, we had a meeting and Mr H..,because meesofrom a technical background,
remember when he qualified as an educator, witlignskibjects they studied safety, first
aid, all the Acts related to machines and thindee lthat, and secondly, Mr H..is my
representative at the level of the CPF- the ComtyuPolicing Forum so he attends all the
safety and security workshops. In that case theas an exponential growth in this
educator. He knows exactly what is going on thavly he was ser{principal at staff
meeting).

The principal refers to thexponential growtlof the educator after he attended a workshop on
school safety and security. However, writing infamerican context, Anderson (1998) cites many
studies where educators view participation as boggch instead of increasing job satisfaction
increases the workload of educators and decrebhsemmount of time they spend interacting with
learners. Humes (2000, p. 14) is highly critickthee empowerment agenda and states that “those
selected to participate are often more appropyatelgarded as beneficiaries of senior
management patronage: they are being identifigueaple who will operate constructively within

existing conventions and who may merit further anbesment”.

In Primrose Secondary School open forms of padicym are generally carefully managed in the
allocation of duties, participation in workshopagddaeedback to staff. Humes (2000,p.17) poses
guestions of “who participates; what are the rakspheres of participation; what conditions and
processes need to be present locally for participab be authentic” (2000,p.18)? In the comment
from the principal below, participation is seensfirand foremost as value-adding to the
individual’'s development:

And then we have an empowerment thing where, gestéhere was a huge meeting at
Umbumbulu College, where | sent one of my HODsetheho is in charge of safety and
security at school to attend that meeting. This nimy | also had an empowerment-
another senior member to go on an AIDS programmehwis going to talk about the

dissemination of ARV to educators. So it's goinge¢a complete workshop, seminar kind
of thing for the educators. You are probably womtgrwhy | didn’'t go- | have been

through a five day workshop/seminar set up alreadwas held for directors and above
and | was specially invited to this workshop. | wém give everybody an opportunity to
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grow even though the circular says its mandatorgead the principal, but | said | have
already been to this so let’'s open it up to peapl® will have first-hand information on
that. Once again it is a leadership decision thdtalve taken to inculcate in the person
leadership values and what have you to those pegbtewish to grow. | have opened it
up to all members of management, | have also t@dhtthat | will be calling on them from
time to time to represent me. So far it hasn’t beegative. People have come through,
and | am not only talking about people who arertgyio enhance their CVs, but | am more
worried about how they add value to themselves..ofAdlbod intention. To ask educators
where their strengths ligorincipal at staff meeting).
The principal ignores the official authority of tl®E and makes an independent decision (even
though the circular had indicated that it is mandathat the principal must go). He makes a
judgement in terms of when to ignore the officiaedtives and when to obey. This point has been
made earlier where the principal would select whgohcy directive to obey. The principal sends
educators to workshops, which he claims, as inendelevelop leadership values. However, his
approach to the selection by sending them (notngihem a choice) and hand-picking the
selection indicates that he makes conscious chabesit the workshops and who to send. A
careful analysis as to which workshops were brotgtstaff in a staff meeting and which he has
done his own selection for, shows that in most sadainstructional/curriculum leadership, this
was brought to staff. In areas where the repreteataad to portray a particular image of him and
the school, then staff was selected by him. Thecjpal always had an explanation on hand to
rationalise his choice when questioned. The praicigses the discourse of empowerment to
regulate and control the conduct of staff. All mgers here are invited to volunteérhve
opened it up to all)to attend the leadership workshop. In general ranrBse Secondary,
workshop patrticipation was open to all in a sta#fating. Yet, there were instances where staff
was sentby him. The type of workshop would determine whal®sen to attend. Participative
leadership is evident in the extract below, whestedf representative was required to sit on the
CPDS panel, and relates to the point made eabieutahe kinds of workshop initiatives that are
brought to a staff meeting. Therefore, participati@adership is placed under observation when
selection is subjective:

Educator (F). Sorry we need one more person for the learnirgpapecialist.

Principal: That means that it has to be somebody that hasikggoa potpourri of subjects.
You want somebody that knows something about éuggybecause you have got to
describe the person that you need. What kind cfgredo you need?

Educator(F): Someone enthusiastic. Willing to attend meetingapvative, assist in
organising.
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Principal: Ya, you can’t come to us last minute and chaiYgelL got to make the sacrifice.
It's about sacrifice too ma’am. | am opening it lee entire staff. Who wants to go?
Because you are bogging the meeting now. And darity whether you are SGB or not.
Here you have equal status. At my meeting you équal status. So you can... it's across
the board. Anybody?

Educator (F). We are not looking at nominations. Volunteers?

Principal: Yes, yes they can. See we talk about empoweandrgo on(principal at staff
meeting)

The principal reinforces his open, participativeagtice of requesting volunteers to attend
meetings or sit on a panel, yet this is questianadien the full spectrum of how selections are
made is analysed. In this section, a number ofodises (participative, empowerment, appraisal
etc.) were explored in the area of performanceapptaisal. There was a link between appraisal
and development, development and participationpamticipation and empowerment.

7.5 Conclusion

In this chapter | have teased out various discauo$eéeadership and management and looked at
how certain discourses have emerged and evolved.dp, the appraisal discourse has evolved
through three major policy reforms. Some of the ohamt discourses that emerged in this study
are those of administrative rationality, entrepreied discourse, professionalization discourse and
the decentralisation discourse. The discourses Igifgdon institutional practices and the working
of power. | have used three areas of leadershigtipeato illustrate how discourses emerge and
circulate and are embedded in relations of powbe @ata has also shown that discourses are
linked, for e.g., the performativity discourseirsked to the development discourse in a discursive
space. When discourses are linked in this way fleeye a stronger purpose of managing meaning
and influencing practice in the organisation, eitimean empowering or subversive manner. This
chapter has also shown how certain discourses limlitate, for e.g., the silencing discourse
associated with the professionalization of educaéadership and management. Also, the official
discourses are recruited and subverted by the paeopgkadership positions. There are instances
when they are ignored or opposed and other timemnwhey are treated as unassailable. This
reveals a degree of agentic behaviour in the usieeadliscourse.
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In the next chapter | will explore various centoépower. The exercise of power in attempting to

discipline learners and educators is explored ridhgin Chapter 9.
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Chapter 8

Centres of power

I know some of you have been playing the gamesw kome people that are gravely ill. |
know some people that are meeting for nefariousviies and they make noises in the
wrong places. If you are conducting illegal ‘bussseduring school hours, do not meddle
with the leadership and management of the schoah'tOeel that because | don't talk to
you | don’t know that. | know you and your clandesboperations during school hours. |
know that. | am saying that we will respect your(@ipal at staff meeting.)

8.1 Introduction

The ability to influence the action of others omietermine the result of conflict may be construed
as power. Although power does not reside in indigld (Foucault, 1980), it has the ability to
change the behaviour of others. In the extract epthe principal focuses on educators who are
conducting activities not linked to school actie#iduring school hours. He is at the centre of
power in this interaction even though power doesraside in individuals. In this chapter | will
explore how power is negotiated during interactiangongst individuals. Disagreement is likely
to be resolved depending on the resources of ptvaterare made available to individuals. Bush
(2003, p. 3) distinguishes between authority arildiémce: “authority is legitimate power, which
is vested in leaders within formal organisationshilst influence depends on personal
characteristics and expertise”. Bush (2003, p. & b&xplored six significant forms of power
relevant to schools and colleges. These are “positipower (power accrued to individuals who
hold an official position in the organisation foragnple the principal, chairperson of the SGB etc);
authority of expertise (available to those who psssappropriate expertise); personal power
(individuals who are charismatic or possess veshkdlls or certain other characteristics); control
of rewards (power is likely to be possessed tgaificant degree by individuals who have control
of rewards); coercive poweéthe ability to enforce compliance, backed by thedhof sanctions);
and control of resources (control of these res@unsay give power over those people who wish
to acquire them)”. Bush (2003) sees power as a amditynthat is possessed by individuals. The
extract above reveals the positional power of ttiecgpal. The approach adopted in this study is
the Foucauldian approach of the diffused natungosfer rather than the ‘vested’ nature suggested
by Bush (2003).
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In this chapter, the ways in which power is ex&disn the school are examined through a
theoretical lens of relations of power. With théraduction of the South African’s Schools Act
(SASA) of 1996, power devolved to certain centréhiw the school system. This chapter shows
how the principal navigates between the differesrities of power and analyses how he works
both with and against the DoE, the RCL, the edusaamd the SGB. He does this by building
alliances, resisting certain things, and at tinres@nting himself as a victim of some other type of
power. Power is leveraged from various centres (S®M3B and RCL at the centre of power), and
the relations of power are embedded in the econoputtical, judicial and epistemological
positioning of individuals; and that individualskéaon various subject positions depending on
where they are positioned in power relations.

8.2 The Principal / SMT as the centre of power

Grant-Lewis and Motala (2004) found that when arithdnad been devolved by the SASA to the
school level it has afforded the principal more pova finding that was reinforced by Bardham
and Mookherjee (1999). This power is positionaltlas power is vested in the principal. The
principal in this study is well aware of the ganigpower and how it should be played. The extract
above shows that power is exercised through caet@nal bargainingdowever, not all types of
schools have experienced the effect of decenttalis®f authority by the SASA. Principals of
formerly Model C schools reported that “there wasgeneral change in the way that financial
management of schools was being carried out, vghnifecipals from other types of schools stated
that they had experienced a shift with regard &phncipal’s role” (Rembe, 2005, p. 15). In this
study, the principal and SMT by nature of theiripos and role function are at the centre of
power and in a position of dominance. Dominancatee asymmetrical relations of power. This
is reflected in the forms of meaning and moralitgttare made to count in interactions (Giddens,
2002). Discipline is another instrument used tar@se power. In the opening extract the principal
clearly stamps his authority and singular focusetdership by indicating that educators should
not meddle with the leadership and management of theotcThe principal is aware of the shady
activities that his staff is involved in but prefeio remain silent and will not take any action as
long as they do not interfere with his style ofdeeship. In this section | will look at how

discipline and control are exercised through vaimlations of power.
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8.2.1 Disciplining the learner

Since SASA abolished corporal punishment in schadks still actively been used by the SMT

(see Table (v) below). This is an example of hoevblicy discourse on conduct is interpreted at
school level. The SMT however, inflict corporal jwhmment in a discreet way so as not to be
“caught out” and disciplined as inflicting corporplnishment is a punishable legal event.
Despite measures to curb incidents of poor diswplithe school has been inundated with
incidents around discipline on a daily basis. la #malysis of the diaries of the SMT members, |
draw out, for illustrative purposes, cases wheseas of discipline had to be handled by SMT
member C. In diary entries for 24 days, SMT men®eecorded 18 incidents involving learner

discipline and 19 incidents involving learner dmicie, where parents were brought in and
counselled with the learners. This translates t@warage of 1.5 incidents a day, each of which
can take between 10 minutes and two hours to hamtike incidents are varied and capture the
nature of social problems (drug abuse, absconding, vandalism) faced by the school and

community, as the following discipline record shows

Table (vii): Incidents of learner discipline recded in diary of SMT member €

*K extorting money from S. Educator G and K weregant. This was going on for some time. Given tgs
by Educator G.

*J, T, Ts, L absconded classes- sent to office. ikibtered two shots. Learners are absconding dassa
regular basis. Letters are sent home but parent®tcall at school. Therefore learners are sonetipunished
by the office. Five learners were given punishnaré am

*Got a call- 2 drunk learners at Spare Cigairage boutiqug Visited site- a number of learners was found.
*Called to office- boys absconding- sent them home

*M, S, L- verbal abuse of Educator S. Reprimanaedinselled and punished

*Educator U brought R (grade 9) up to the officedédr the influence. Incorrect telephone numberrgive
Messed up my office.

L (grade 9)- had a sip. Mother not prepared to cddT member B and myself took R home. Educatoodk t
charge of my class.

*B and V (grade 8) brought to office- one shot-ekhem to apologise to Educator R

*Call to exam room. Learners giving invigilator art time.

*Spoke to learners about the importance of goingdass and completing CTAbntinuous Task for
Assessments

*Visited TEPCO garage boutigtfe dispersed learners. Learners gather here in traing and afternoon.
Learners smoke and get up to mischief. Office stheoigdit owner and speak about helping school by not

%In the diary entry below, the names of learnersethetators have been changed to letters only tegrthe
anonymity of the participants.
5This means that the learner was given a lashingrgéiy using a ruler or cane as a form of corppralishment.
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allowing learners to loiter on premises. Discussedter with Educator G- we should speak to owneugab
community responsibility.

*Called to room 56- noisy- reprimanded learnerstoanove.

*Educator D with cleaners brought a bag contaifiems to mess learners- sorted items in termsjafds,
eggs, flour. Grade 12 learners in habit of bringtegis to school on completion of exams to meskeamers.
This is vandalism.

Clothing is messed up and this cannot be used aghése learners must celebrate the completionarfis in a
more dignified way. Grade 12 learners complainezlialiems taken. Spoke to them about the safetpfac
*S mother called- wanted cell phone returned todseshe needs it to conduct her business. Explaiciecular
and school rules. Not happy with explanation. Wantesee principal. Mrs G- S’s mum- accompanied by
friend D requested return of cell phone. Mr D agided for G’s behaviour and did not expect herdbawve in
such a rude manner. This parent needs to under$tand school rule was broken and the cell phatienaly
be returned on 1/12/06. | was not arrogant withpiuent.

The principal was prepared to release the sirnaghory card. This was the very same thing | to&dghrent.
*C’s mum arrived- consumed alcohol the previous-dayinselling letter placed in file. Learner to agto
school on Monday.

C’s mum called to school with C. Counselled leartMother lost one and a half days pay. Not wetad.
Spoke to mother about telling the father aboutclent (not biological dad). Learner was couresktt
Verulam Police Station.

*D grade 11 bag in office. Mother called to schdghg was emptied in office. Drugs found- confisdate
Constables M and S called in. boy taken away-esusd@d- community service for 5 hours. Constableidvndt
find drugs on him- may not stand up in court. Tatepolice station. Letter of warning and counsgjli
Suspended till start of exam.

*D’s mum came to school- J asked her why troublhg

*T's (11) granddad arrived with T. SMT member B drabunselled him in terms of wrong actions. Probf
counselling handed in. T counselled before- thargtadddad for taking a keen interest. SMT membepdke
to him on the consequences of his action. Suggéstestiays at home once syllabus is completed tewsion.
T’s granddad called again to school- not attentiisgons. Suggested learner stays at home andastudy
abscond some classes. T has been a problem fortsome

Caught using dagga on school premises. Sent farsedling and community services. Learner comeshoal
but absconds classes. Suggested learner staymatdma revises for final exams.

*L’s mum came to school. Absconding classes.

*La's (grade9) dad came. He had a problem with BtrcV. Met in principal’s office. Dad did not belie his
daughter drank. Prepared to do a blood test. Ihmidthat Educator V was a concerned form educatowas
called to the office. Admitted to taking two sipisdoink. Principal asked me to counsel them in rffice.
Learner was outside my office. Spoke to parenk-itadver- get counselling letter. Letter to corenty office-
learner brought letter the following day. Schoals faced with these kinds of problems on a daikiha
*Phoned parent- learner under the influence

*N’s mum visited. Girl in company of T. Counsellgil on what she was doing and advised her to behav
properly. N and T found in the toilet at 11h00. Bgbt to office by Educators A and N. Brought in @iad and
called Mr R. Counselled them and told them thatbéhur not accepted. Parents are to set up metetisgrt
out problem.

*Spoke to Le’s mum- about copying. Explained pragedand implications of this incident

*Ri’s(9) mum called to school- threatened by 3ss dincle to call to school- extorting money froin R

* Ani's (grade 9) mum called to school. Hangingwamd TEPCO garage boutique- sorted out

*Phoned Kh's (grade 11) mum- not in school. Kh dad write 3 papers. This learner had been refaoexdfice
many times.

Mother knows he did not write these papers. Leambeing counselled by mother. Kh is in need efisdkind
of help.

Mother seems to be overprotective.

YTEPCO is the name of a garage boutique with a pitiadfd room.
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The number and variety of incidents reported show practices in the institution are embedded
within relations of power and require the exera$g@ower. Disruptive events in the school day
fall outside the commonly held epistemologies arthtnis expected in the school. Acts of ill-
discipline are generally understood as rooted iciafly dysfunctional systems. Sociological
perspectives on discipline shift the focus awaynfithie individual, pathologies of the individual,
and dysfunctional individuals, linking the focusiead to the crippling effects of failing societies
In the case of this study, the school draws mostsdearners from low income and unemployed
sectors of the population. Pathologies (extort@mimsconding, alcoholism, vandalism) evident in
the extract are linked to the cycle of poverty aodr socio-economic conditions of the society
rather than the individual. A sociological analysibne cannot account for the increasing
prevalence of poor discipline in schools. Latertlms chapter, |1 will examine how schools
reinforce hegemonic practices. Individual learngerecy is another perspective that accounts for
learners’ good discipline despite the circumstarticey find themselves in.

In this study a judicial relation of power is eunden disciplining learners. In the extract above,
learners are counselled on the appropriate sched@viour and the rewards and punishment that
go with violating the school's code of conduct. Whdisciplining learners, careful legal
considerations are made about whether certain fainsvidence would hold up in court. In
building a disciplinary case about the learner, pmhensive knowledge about him/her is
gathered, indicating an epistemological relationpofver. Learners are forced into disclosure,
counselling and community service. The schoolo(igh the SMT) perpetuates this relation of
power to bring about order and control to the leayrprocess. The SMT and educators believe
that this comprehensive knowledge of learners’ beha was necessary to foster learning, to
present a case in a disciplinary tribunal and shidgee academic character of the learner.
Surveillance is deeply entrenched in the schoola¥8mot considered is the potentially damaging
effects of this knowledge that has been colleckedugh a relation of power. How is the learner
positioned in this relationship? The learner isechfied in this relation of power as “deviant”
whereas much information as possible needs to theeigal to build a case of the learner. This
knowledge does not filter down to the whole staffentionally or unintentionally. Level 1
educators are left out of the epistemological kmalge gathering, minimising their ability to

intervene. This implied that the hidden processek@mactices of the SMT were obscured to the
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majority of educators. Pathologising discoursesparpetuated by the manner in which the school

addresses discipline problems.

In order to extend the gaze as far as possibleirwitie school, surveillance was delegated
formally to school prefects who are regarded aggitilnate part of the disciplinary process.

Recently, in South African schools and in Primr@&sondary in particular, there have been
repeated meetings to question the legitimacy ofpitedect system with the advent of the RCL.
The constitution of the RCL (as a contractual doentrior governance of learners) is another way
in which a judicial relation of power is establisheConcerns around what makes a good
disciplinarian dominates what a good leader amolegshers would be. The extract below on the
prefect system was raised by the principal at & staeting in March 2007 (see time line of

events- Chapter 5).

Educators, parents and the prefects themselvesueethat the prefect system is failing.
We follow the academic blueprint when we choosdepte Secondly, national policy
dictates to us that the prefect system is an illegeegular system and generally they
believe that the prefect system is an offspringo#ishoot of the apartheid regime and
army protocols that is regimented and so on ancé@ension of the bureaucracy. In this
case an extension of the staff and the office. i8othat in mind we have to ask if there is
a way we can still have the integrity of contraiict and have a semblance of prefectship
at this school where we have people in leadersbgitions doing this. Yes, what did the
principal do about this? He has interviewed educsteupils, HODs, principals, pupils
current and past, prefects, etc. They believe Weamust not go into a popularity contest,
neither must the choice be on full academic punsutthoosing. Popularity, you can end
up with a whole lot of problems. At the same time’'tdforsake the whole academic
scenario. Now we need to start hybridising, pubglsitogether and say what do we do.

People have given me names. Saying Mr M...., lotikisafellow, two weeks ago he came
to my class, office or DP’s office. He had twode#, he caught them trying to get out of
the school. Surely he’s got leadership abilitiearety he’s got control. Now this is
anecdotal. | am giving you things that really happe. You know the prefect system has
failed in every school. Find me a school wheresitiorking, because they are saying
practical things like sir, this fella will get 6 AsAs end of the year but this chap is so puny
he cannot control a crowd. | am not saying we ngetthuge fellas to become prefects.
This fella here he can’'t even speak properly. lravhsaying we must get a loud mouth to
be a prefect. These are things that have come to tire office. These are things that have
come to you in the ground. | don’t want to blamefect masters. We are always saying
the head prefect is busy studying for his physkesreor his maths exams. I've logged all
these things. | have all these complaints. Prefamtsnot going on duty because when we
chose all academic fellas, they are sitting inc¢less and doing extension classes
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Another educator asked me, he is not here toda, & the cops, these were thugs in the
classroom but we are relying on them to enforce MMr... look at that fella, he was a thug
in the class, but look at him there, he is sigrengeport saying “I caught him in armed
robbery”. Now with all that background | am askiggu what system do we proceed with?
Do we say “let the status quo remain”? Get prefeaget the puny fellow without
somebody over his shoulder. There is a word cglledence. Your very presence can get
people to respect you as a prefect. Now that'sfélew that brought these fellows, Mr
Pillay knows his name. | am not going to give ymurtame. This fellow is a real thug. He
has the potential to bring the school to a stariidatso. But he brought these two fellows
to the office. | am not saying that he must be npadéect. | am saying there is a potential.
So staff, let’s get together and decide in prireipVe are not going to choose prefects. Let
us discuss the whole possibility of a renaissarfcth® way we think about prefectship.
Right, what do you all think? Do you want to getlaole lot of robust men and woman or
do you want a mixture, a nice healthy balanced unéxof the so called academic guys and
that. We have a mixture of people and not call tipeefiects. In other words, we have to
dub them some other name. We have to call them ethmee name. We can’t call them
prefects because we would be perpetuating whatnitioreed earlier on, the old regime.
We have to get rid of that. There is a baggageeth8o | have given you the background
(principal in a staff meeting- March 2007).
The prefects have positional power by virtue ofngeappointed as a prefect. Good leaders are
construed by the SMT as those learners who aretalideerce and control. As prefects they are
expected to supposedly have coercive power inmisgig learners. Although the prefect system
is not a legal entity, the principal wants someghsimilar where learners are chosen using
different criteria. He wants to call this body efners by another name. Control appears to be
what drives the principal’s agenda in retaining pinefect system. Power is used strongly through
the practice of the prefect system to control leesnThe long extract reveals the autocratic
leadership style of the principal who spends atlengme in an opening argument in the meeting.

Dissenting voices were silenced through the opearggment.

He indicates the prefect system has failed becthesewere chosen on academic ground (
follow the academic blueprint when we choose ptsfedlany prefects could not exercise
coercive power required of a prefect because of [@aalership skills. The prefect system, widely
practiced during the apartheid era has been regasia mechanism of control of the learner body
by learners. The prefect system is a self-serviisiesn of the learner population created by the
school leadership to have control over the systech laarners. Despite being an illegitimate
system, the prefect system is still prevalent instmechools today. The RCL, as enshrined in

SASA, was created to replace the prefect systers. RGL emerged as a consequence of the
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decentralisation of school governance enablingtgreavolvement of learners in the decision
making processes that directly affects them. Dedpi¢ policy directives of SASA, the principal
appears to be steering towards retaining the prefestem to preserve tlirgegrity of control The

school had up until 2007 not recognised the neethtocreation of the RCL.

Traditionally, prefects have been chosen for tlegidership qualities amongst others, and choices
strongly reflected learners that achieved well acadally. Since 1994, after South Africa’s first
democratic elections, the doors of learning werenadp all learners in schools of their choice. The
learner body since has been multi-racial and nauiiural. The prefect system appears to have
failed the school in terms of its purported aimgsddssions reflected in the extract above strongly
reflect a policing role of the prefect system -fawt analogies have been drawn to the policing

system.

The principal attributes the failure of the systemthe criteria used for the choice of prefects
rather than the creation of an alternate learndy {RCL) that is democratically elected. This is
another example of how official policy/legislati¢im this case, SASA) is subverted to serve the
controlling function that the school wants over iearner populatior(he cannot control the
crowd). To have a legitimate learner council in place iegplthat the school has an ethical
responsibility to ensure that elections to the RaT& fair, free and democratic. Two critical issues
arise out of this extract: firstly, the prefect t&ys (based on the criteria set by Primrose
Secondary) is failing in terms of controlling treatner population at the school; and secondly,
instead of the principal calling for the abolishmer the prefect system, he is steering the
discussion to ways in which the current systemadd tweaked to better serve the intentions of
management. The game of power and control is playetie SMT and educators to limit unruly
and unacceptable behaviour of learners. The diseoof control results in the creation of
structures and mechanisms to regulate learner bmhairhe discourse of control circulates freely
in the school space and is reinforced by structtines perpetuated control (like the prefect

system).

The policy is clear that there should be no prefgstem in schools. The policy is interpreted

differently at local level depending on the locdigpower. The RCL system is intended by SASA
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for learner empowerment and sharing governancehiods. Here, it is interpreted as retention of
the prefect system with a new name. One of theeismhs of the prefect system is that learners are
not democratically elected for positions but aresgn by the educators resulting in nepotism in
selection.

| did tell Mr P...and Mrs V N... as principal ofishschool | want to bring it to the staff.

Now it's about control, it's about monitoring, itabout getting the aggression you talked
about down and a whole range of things. It's imguesto get a homogenous lot of
children. We need to have some control over priotectf the educator. Then we need to
say we need to protect the pupil and the cultureeathing and learning. It's as simple as
that. How do we get there by getting all these agpges to assist us (Principal at staff
meeting- April 2007).

The retention of the prefect system is rationaligedughprotection of the educator, protecting

the pupil and the culture of teaching and learnifitnere had been no reported incidents at
Primrose Secondary School where these were undeatiiThe discourse of control extends to
behaviour ¢etting the aggression you talked about dowigre, discourses are used to control
behaviour. The RCL is intended to leverage powetHe learner population. However, when the
school has two learner bodies, the impact and owtscof the learner body becomes diminished.
In Primrose Secondary, we see this as an inaldityhe RCL to intervene in assisting the school
with discipline. In 2008, the prefect system waslished in Primrose Secondary and the RCL
became the only legitimate body in the school. Phefect system is an example of how a
discourse can be both an instrument, and effepbafer, but also when dominating can also be a
stumbling block or hindrance towards creating aposgional strategy or mechanism. This

alternate mechanism (RCL) has been achieved thrstughg pressure from the learner body (see

section 8.4) and agentic actions of educators.

Where the gaze of the institution could not reacinyeillance is delegated back to parents. This is
used as a coping strategy in schools, as the SABHilts the inflicting of corporal punishment
(although corporal punishment is still being usgdh®e SMT in certain cases). Parents were thus
requested to take on a role in reinforcing schasdidline as is evident in the diary entries of SMT
member C, who writes that the parent/guardian needeinforce discipline in the home
environment. In many incidents, the parents weguested to report to school on poor learner

discipline. However, many parents do not pitchcitosl because of work commitments, apathy,
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other pressures, etc. This is reinforced by ther matendance of parents at parent-educator
sessions organised bi-annually at the school. Taetipe of discipline and control as a technique
of power is discussed more fully in Chapter 9. Ature D shows an example of the reporting
document that is filled in by the learner commitimn offence. This is an example of
documentary evidence that is kept by the schoaroegg the misdemeanour. The action taken

against the learner was also recorded.

The discourse of discipline coalesces with othecdalirses. In the excerpt below by the principal,
discipline is tied to dress and attire:

Do you understand what | am saying? Your respolityilveflects on your attire, a lot of
you are not properly attired. Your hairstyle, yaitendance in class. How responsible are
you with regards to your school work? How respolesdre you in the class? Are you the
one contributing to the misconduct of the learnarthe class? Or are you the one trying
to bring order in the class? So responsibility ist pust one thing. It is across your
character(Principal during a session in the assembly).

Contravening the dress code is a form of ill-dibog In the extract above, the principal attritsute
sloppy dressing to character. He reinforces tha tdat any contravention of the dress code has to
be attended to immediately, no matter how smallciv@ravention. In order to establish control
and influence, this extract reveals that the ppalias a centre of power, has to reinforce
mechanisms of control. The principal expects thatléarner should shoulder the responsibility of
the poor behaviour of other learners. This behavi®weonstantly reinforced in public places like
the assembly. Individual actions are tied to caéNecaccountability. The school goes through
great lengths to control the conduct, behaviour attide of learnerswith ill-discipline and poor
academic achievement comes punishment. A judielation of power is established between the
school and the learner where the learners are tegéz by rules and regulations as determined
by the school code of conduct. Assessment becoheddrgaining mechanism. In an excerpt
from an assembly talk, learners are warned thaawetr outside the norm will not be tolerated at
the school:

We failed 69 learners. We are not going to hesitdfe are warning you now. We are now
going into contracts. We are not going to wasteetiWe are not going to beg you to study.
We are calling your parents in. We are getting iatoontract that you are going to do A,
B and C. If you are going to continue doing badé/will ignore you and will write in the
contract- ignore you. We don’t want to make it g thing. We are going to ignore you.
You don’t come and cause problems here. You wildmt to the gate. Don’'t come and
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waste your time here. You are setting a bad exatopllee grade 8s and 9s. Then you talk
about completion of work, quality of work, respfxteducators and put down there that
even if you need one mark you are not going tatg@&hen talk about dress, appearance,
we are now sending you home. Put down there thatisha mass warning and this also
constitutes a mass counselling session. That ipoh& | would have mad@rincipal at
assembly).

The power and authority to fail learners lie in tmends of the principal and educators. Good
behaviour is rewarded as the principal also hadrabover rewards. Privileged information is
retained by a few in the school (principal and weputy principals) and this information is used
as a bargaining tool. This reinforces the point enadrlier that information is held closely by the
SMT- hence power is retained by the SMT as thereesift power Those learners who don’t toe
the line will bear the consequences of the inforomathat is gathered. Normalisation is used as a
technique to demonstrate the desired behaviours.nbihmalised behaviour is monitored in the
completion of work, quality of work, dress and ap@ace, and respect for educators. The
consequences of not following the norm are spditkmarly:

Now let me tell you, if you mess up | am askingetiecators to number 1, fail you,
remember in 8 and 9 you are tested on everything. afe assessed on your attitude, the
way you interact with a fellow person during a dj the way you interact in the class,
you are assessed on your deportment. You are asksesseven if you had a project and
you brought something from home. You are assess#tht | am saying, to the educators,
remember you brought two or three boys from grade®ember what's the story in this
school? Some of you think you are bush lawyersnitdjive a damn about you. You know
a lot. You know what they told me? Do you know vggbing on in grade 8? This also
applies to grade 9 but do you know what the boyd?s& he inspector will come here at
the end of the year”, now listen very carefullyme, “the inspector will come here at the
end of the year and they will pass us”. Now letteieyou here, your educators are your
bosses here. | accept policies from the departraedthelp in formulating policy for the
school. Bosses are not the principal. The bosseshef classroom are your form
educator$® who give the reports and your subjaducatorgPrincipal at assembly).

Earlier the principal exerted his authority anduehce by indicating that he is in charge. In the
extract above he publically raises the authoritgdiicators in the eyes of learners. Educators now
become the centre of power. This is part of theewdiscourse of the decentralisation of power.

This is an example of how the centre of power sHitdm the principal to the form and subject

Form educators are educators that perform thealdgy management and administrative (collectioscbbol
fees, compiling of report cards for individual leers etc. e.g., Grade 8B)
9A subject educator is a content specialist, fongxe, a Life Science educator.
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educators, indicating that power flows in a netwankl is linked to Bush’s (2003) forms of power
where the educator now has the “authority of exgeit Power is diffused to educators.
Foucault’'s conception of power reinforces this ub#d nature of power. The principal can alter
the centre of power and in so doing change thetiposig of individuals. Educators are now
positioned as the ones that would make the finailstin on whether learners pass/fail. Norms and

expectations are set about what it takes to be@lsader and what constitutes deviant behaviour.

Deviant behaviour gains visibility in public forunlike the assembly, public talks, etc. Learners
are expected to be familiar with what constitutesdyjbehaviour and what it takes to make a good
learner. Offenders are objectified and named i sublic forums like the assembly (for example

learner T... in the excerpt below):

Three grade 11 learners were standing in the blogken | went down before coming
here. What a fine example of grade 11 learners avehGrade 11 learners are waiting for
the second buzzer, knowing that assembly will staottly. And they have a cheek to tell
the educator we are waiting for the second buz¥eu are supposed to be the first one
here. We are supposed to choose leaders from yoplepeGrade 11 T.... is walking
around the school the whole day. He just came asgembly now. He walks around the
school the whole day. Anybody asks any educatgivieo him marks we will refug&MT
member B at an assembly talk).

From the diary entries of the SMT, it was cleatt thaveillance, along with individualisation, was
regarded as a characteristic of schools and there many examples of this within the narratives
studied. Educators maintained surveillance withi formal areas of the school - the classrooms
and corridors - and regulated pupil behaviour hotging'. In assembly, for example, educators
and members of the SMT had singled out and obiedtifupils. The objectification of learner T

in the above extract as a poor leader and whoalispleviant behaviour is used as a controlling
mechanism by the person at the centre of power.l§dr@er is now positioned as an ‘object’, a
poor leader, a deviant learner. These positiondegsrmine the consequences or rewards that are
available to the learner. The subversive consemseat normalisation can lead to resistance and
inversion of power centres (learner T is now a memi¥ the RCL). In a packed assembly
gathering, individual learners or groups of leasree singled out and a message about conduct is
relayed to all, so that the consequences of fathiuigof rule/norm is made knowledgeable. In the
extract below, an epistemological relation of powseevident where SMT member B uses all

knowledge available on a learner to set an exaofptepected behaviour:
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We are waiting for five people herBvé learners walk into the assembly area)laido
excuse of coming late to school. If you are liiog far, please take a transfer to a school
nearby. If you don’t want to go to class - go t@#er school. Don't lie to your parents. |
have got one girl whose mother pays R15 a day éortth come to school. The mother
earns R20 a day. And where is the daughter? Shewver in class. You will always find
her sitting on the Paviliofl. The mother is giving 90% of her salary for that tp come

to school. What is that girl doing? Running amolsamool. Girl, | am talking about. Not
even a boy, a girl who supposed to be a little nresponsible. Their salary doesn’t get
docked if you fail. Do you know that? They donketaut money from us when you fail.
You have got that kind of money to wast&T B member at assembly)

The above extract also shows how gender sociaisasi used as a tool to discipline learners.
Girls are expected to be more responsible andtsen$p the socio-economic conditions in the
home and are expected to act more responsibly.pittdem of discipline is highlighted in the
assembly, where the SMT allocates considerable tooessing on learner behaviour. However,
educators were not used as a resource to addregplide problems. This is not an isolated
incident. The SMT attribute learners’ failure todividual learners rather than the system,
sociological factors or the educators. Such detacitrand disengagement from the teaching and
learning process is currently being questionedantls Africa’s education system. The DoE has
instituted measures to instil a culture of ‘Batheleé® (people first) in the education system
showing a shift towards excellence in service @eliv The discourse of discipline is linked to
normalisation and surveillance and is not limitedbehaviour. The entire person, appearance,
hairstyle, culture, gender, race, religion is biuug the fore:

What can you tell me about this girl. What can y@ume? How does she look? Do you
think I am proud to keep her in this school? | vabsdy she is going to a wedding. She is
in the wrong place. What's the problem? Look atrybair, look at you. What's the
difference? Your hair. What's the problem with ybair? Extensions and braids are not
allowed. | am going to cut it o8MT member B at assembly).

And

SMT member B She has got long braids

Principal: Where do you come from? You must go to anotheyascBecause this is out of
order. This is totally out of order. Go and soruyself out. Ma’am, G..., take the note and
accompany her out. She must move. Don’t get inyocanmversation with her. We don’t
have time to debate. | can’t allow tfisarner being reprimanded in the school foyer).
And

Educator (M). You didn’t sort your hair? You didn’t sort your has yet. Go back to
class and push it in. This is total defiance. Winadertaking can you give us that you will

“pavilion is a seating platform facing the schoalugrd like that of a sport field.
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sort yourself out? Look at how untidy you are. hdd&now when last you washed your
hair. 1 am going to check you tomorrow. Where’s rydllack shoes(fearner being
reprimanded at the school gate)

Disciplining learners is not only relegated to avate area like an office or a classroom. Learners
are disciplined in public areas in full presence atfiers at assembly. Discipline surpasses
boundaries of space and place. There are no prsgetees where learners are reprimanded for
poor dress, appearance or behaviour. A judiciadticel of power is established between the
learner and the school when the school dress cédeorduct is developed and approved.
Educators, as the custodians of learners, are msdpe for policing learners and extending
surveillance beyond the school gates. Learnerpieked up during school hours from a variety of
locations outside school by the SAPS and privateirsy. Disciplining learners absorbs a huge

amount of management time as mentioned earlidrisrsection.

Various incidents, cited in this section, bring therious relationships of power into play. A
judicial relation of power is established betweba tearner and the school, the learner and the
reaction unit, and the school and the parent. Riode® been set and the expectation from each
relation is that it has to be followed. Punishmieas many forms- physical, supervision of work,
suspension and objectification. With the abolitioh corporal punishment in 1996, physical
punishment is limited. However, SMT members seealh@ishment as a constraint and request
the parents to mete out the physical punishmeanidally, verbal abuse is not recognised in
practice as a form of corporal punishment by edusafThis relates to the generational discourse
mentioned in Chapter 7. With repeated failuresearrer could be an ‘adult’ in a class of

teenagers. According to SMT member C, this cantemacipline problems, like bullying.

Legislation and policies are put in place to erdadcscipline through a political relation of power.
The learner is positioned as a ‘criminal’ who ne&al®e ‘reformed’. Parents, educators and the
reaction unit are positioned as ‘guards’ and ctiweal services. Meaning is made of the incident
and blame is apportioned by the person in postiigmower. The session with parents is intended
to extract knowledge from the learner, to forceoafession, to generate observational knowledge
that accounts for deviant behaviour and to estabhew forms of control creating an

epistemological relation of power. This knowledgeused to build the case against the learner.
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How does the learner react in a counselling sitmasiuch as the one above? This incident and
many other cases at the school regarding disciphdieate that the learner is submissive during
the confession session but these incidents arategband the learner becomes a repeat offender.
An attitude of indifference prevails. Foucault (D9®as stated that where there is power, there is
resistance. Choosing to remain silent or submisisivee form of resistance. Learners respond to
authority by resisting and becoming repeat offesdBre-constructing forms of resistance would
enable individuals in positions of power to genersw knowledge of the workings of power and
alternative ways to shed light on old problems. Tiedent also highlights social problems of
having repeat offenders, who perform poorly in dlcademic subjects, failing and having to be in
the same class grouping as younger learners.

8.2.2 Disciplining the educator

Surveillance and normalisation is not limited tarleers only. Educators are constantly warned
and subjected to the gaze as well. Schools areelglagpverned and legislated by rules and

regulations, codes of conduct etc. Infringementubés and regulations is construed as an act of
misconduct. Personnel have to be closely monitéoegunctuality, absenteeism, attendance at
union meetings, etc. The principal as the accogrtificer at the school and due to his positional

power is at the centre of power and he drives tineedllance agenda home at a staff meeting:

So | am telling you people they told us very chedhley have started monitoring and
auditing leave forms. You are in trouble. We aré¢raquble. They are going, | have invited
Mr Reddy". He is going to come back on the date. This dontiimere you must read it
first. He is going to come here, starting rightrfidhe principal, the clerk of the school
everybody. They are going to talk to us on howotdrol this leave thing. Impossible to do
this now. There is risk management to leave-takihgen if it is one day, fill in a leave
form. | am telling you as friends, please. Thigismall community we work with. They
know the law. They are phoning the Department. Eaddy will tell you certain educator
was found during the sh&dseason with a fishing rod. So | am telling youvath caution
don’t do it. One educator was photographed at thsir. He took leave he went to a
workshop. He was photographed at Suncda$he guy went to gamble. But then | asked,
"How come there were so many yellow crm the parking? They work till half past
four”. (Principal at staff meeting)

ZMr Reddy is a senior official in the leave sectafrihe KwaZulu-Natal DoE.

%A marine fish generally caught in the waters of lifidian Ocean.

#3suncoast is the name of a Casino in KwaZulu-Natal.

#The KwaZulu Natal DoE officials travel in the orgsation’s yellow cars for their official duties.
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The principal points to the professional decay he system where the KwaZulu-Natal DoE
officials are also defaultindipw come there were so many yellow cars in theipg?They work

till half past four).Surveillance here is a two way process: those kbap watch are also being
watched and extend to all levels of the hierarchy.part of the administrative processes in
schools, educators are expected to complete dodatizen such as a leave form. In the absence
of a monitoring mechanism, educators have beendakilvantage of the situation. This meeting
reinforces the notion that the gaze is ever-preandtif tempted to default, educators should be
aware that the watchful gaze of the community isrughem. Here the principal positions himself
as afriend to the educators and blames the DoE instead of giiognethical behaviour at the
school.

The completion of a leave form establishes a jadli@lationship between the employer and the
employee. Educators are also bound by the SoutbakftCouncil for Educators (SACE) code of
conduct that cements the judicial relation of powéh the employer. In the excerpt below, the
gaze is extended to other forms of conduct - toptaetice of examinations and assessments.
Educators are reprimanded for defying instructiamd rules:

| am very perturbed at what's going on. | will filced to reprimand you. | have done
that to three educators in the last two weeks.dvkmvater has flowed under the bridge. |
had to do it. It comes from a management perspechdow look at this here. Educators
are reading during the assessment sessions. | dom®@an reading comprehension
passages. You are reading novels. Out of ordegolf want to read you must do it
weekends and after school or during your break. at@unot allowed to do that. Full stop.
If you are reading according to your learning areafine (principal at a morning staff

briefing).

Policies are put in place (Grade 12 examinatiodgjines) and educators are expected to abide by
them at all times even when the gaze is absentyimetthe guidelines is seen as an act of
resistance and the punishment is misconduct. Disaiy hearings are conducted for acts of
misconduct in line with the SACE code of conductl dhe Labour Relations Act of 1995. The
educator is expected to be vigilant and observandllatimes. In this extract the principal
contradicts the examination policy guidelines bgicating that, If you are reading according to
your learning area is firie Generally, this comment is applicable to a femnfle educators who
read novels (own observation). The controllingegat the principal is targeted at correcting
behaviour which he construes as non-curriculaeaof reinforcing the examination guidelines,
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namely that no reading is allowethe educator is positioned as a subject thatpe&rd to abide
by legislation and relevant code of conduct. Thifigates that in Primrose Secondary, as in other
schools, documentary evidence like reports, attecelaegisters, and leave forms are used to

extend the arm of surveillance.

Surveillance operates at various levels. A hiengrolfi surveillance operates; educators are
expected to be on ground duty, that is, under thaplinary gaze of the SMT and other educators,
and those educators on duty are to extend the@ gato the learners within the parameters of the

school fence and gates.

The school yard is enclosed by barbed wire, imjtiamtended to prevent trespassers from entering
the school premises and to protect learners frosaferelements on the outside. Educators on duty
are expected to keep watch. The school gates resre used to police learners. Learners are to be
watched by educators on duty. Learners are notifiethto leave the school premises. Deviant
learners have resisted this form of surveillanceebgaping through holes in the fence or by
jamming the locks with matchsticks. These holethafence are not only used for escaping but
provide an entry into the school when learners @@hibited from coming to school either
because of being late or being suspended. Leamesist forms of control by devising new
strategies to be at school. In the same way asdemaare watched, educators are also watched to

see if they do report to grounds duty.

Educators embarked on strike action over a labmpute and they were expected to teach during
weekends as part of a recovery programme. The tadodion was undertaken on the ‘no work no
pay’ principle. However, if educators taught duringekends they were compensated for this. In
the extract below an incident involving the earlpostre of school during the recovery
programme, shows how the disciplinary gaze extémtise community.

It would appear that somebody phoned the directdrey didn’'t go through the local
district office. They put pressure on somebody tuadl somebody phoned me. We don't
want to get into a suspicious mode, but how do deress this? Are we satisfied that we
have recovered time? Is it because educators vantake up for lost salary and not lost
time (Principal).
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The extract above reveals the manner in which ¢hed is being surveyed by the community. In
this case the principal uses the surveillance k& ¢bmmunity to reinforce control of the
educators. The surveillance of the community i® asway in which schools are ratethe
school, as part of the community, is classifiedga®d’ or ‘bad’. Choices are made by parents on
where they should send their children. Communitege schools informally. There is strong
competition between schools. The principal rateésifesse Secondary School as the best school in
the town. Micro-politics are always at play in irgeting with principals of other schools. Flessa
(2009, p. 336) makes the point that “Leadership amahagement are not politically neutral
processes but provide the setting for the enactmenticro-politics”. Micro-politics work both
within and between schools. Humes (2000) argues plteces of learning like schools and
universities are sites where micro-politics arevaty at work. The study of micro-politics in
schools has been an under-researched area. kpadeke conversation below, the principal draws
attention to the labelling of schools:

Hello, how are you doing? So they must not givdulishit. We have gone old in this
profession. His brother’s children were here, higudhter was here- she had an ‘A’
aggregate, ‘A’ aggregate | am talking 85% and hgss&...school is a bad school still.
And R... says my school is a shit school. All histieg finished matric here. If you have
got confidence in your own school you must take lighty to your own school. That's
what | am trying to tell you. We are from the ARIYou know, urban legends. P... is not
stupid. He came from the struggle, not for nothingall them mosquito bites. They are
minor irritations. Because they can’t run their owohool properly, now everybody is
focusing on us. Lighties pull out knives over thet's not in the papers. Professional
jealously brother. | got about the most loyal stafti can ever think off. | have got three
anarchists on my staff. They keep me going. | dwewe to fall in love with everyone. It
keeps me young, it keeps me vibrant.

We see micro-politics at work in the principal’'snoment on the ‘anarchists’ on his staff.
Educators who are in dissension with the princgpatanagement or leadership style are termed
‘anarchists’. These comments indicate unsatisfgotm@ws of his leadership which is contrary to
the commendations received when he resigned (se@t€h6). The principal works hard at
portraying the school as a school of choice. Theakhas a dedicated public relations officer
(chosen by the principal) who compiles media stat@sifor the press. The school is positioned as

The ANC is an abbreviation for the African Natioi@ingress and represents the dominant politic&y praSouth
Africa.
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a political organisation where information is sariged and censored prior to going to the press.

The principal’s political grounding reinforces tipsactice.

This section explored the principal/SMT as the eewof power. The gaze of the principal/SMT
extends beyond the learners to include the edugamwell. The principal and SMT, by virtue of
their positional power, were able to reinforce aerthegemonic practices (for e.g., the prefect
system) in the school. This section also showed th@icentre of power shifts and how the push-
pull force of power determines the nature and adrdéinteraction.

8.3 The school governing body as a competing centre gbwer through the lens of the

principal

Since 1996, based on the legislative framework hef SASA, governance of schools was
decentralized to SGBs. The constitution and letis&aramework of the SGB was discussed in
chapter 3. The establishment of the SGB is assutiatth the decentralisation discourse of
education provision. At Primrose Secondary Sclthwing the period of research (2005-2008),
the democratically elected SGB consisted of 15 nembour females and nine males. Although
an average of 60% of the learners at Primrose Secprschool are black (2005-2008), there are
no black members on the SGB. Writers exploring shecess of school governance in South
Africa have largely focused on the formal make-umg #he ability of SGBs to meet legislative
prescriptions (Kgobe 2001; McPherson and Dlamiri8t Motala, Porteus and Tshoane, 2002).
Little attention has been paid to their functionitite exercise of authority, or the distribution of
voice, which are the critical issues (McLennan, ®0®Researchers have been preoccupied with
“policy fidelityrather than with understanding how opportunitiesgi@ater local engagement are
being seized to transform schools” (Grant-Lewis &fhaotala, 2004,p.16).In this section, | will
show how the SGB becomes the centre of power, amdthe SGB exercises power through
various relations of power. The section also exdohow the SGB are positioned in
policy/legislative frameworks and how these positig are different at the level of
implementation at the school. This chapter alsa@sghat the SGB has had limited impact in
changing the power relations and equity resourésnthe school and the community.
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Primrose Secondary School is classified as a Qairgnking 5 and Section 21 school and as such
it only receives 5,76% (R45 024.00 for the 200&ry®f funding from the state (Annexure F).
The funding is insufficient to manage the daily @tens of the school. Every year a budget is
drawn up by the school (principal and staff) anifieal at a SGB meeting. The main source of
funding for SGBs is school fees, creating a streagnomic relation of power with parents.The
SGB have to raise funds for educational purposdbeatschool and for the performance of the
functions of the SGB. The situation with regardde exemptions is fraught with conflict. Under
the SASA, SGBs have the responsibility for detemgnwho qualifies for exemptions. School
fees represent a constant source of tension betedarators and parents through the learners. In
the extract below, constant reminders for the payroéschool fees are given through the school
assembly. There are also classroom reminders bhyt@achers, circulars to parents (see Annexure
E), and all members of staff constantly remindriegs to pay their school fees.

Most of you have paid your school fees. The SA&esading holding a mass meeting of
learners who haven'’t paid their school fees. Yoarepts have been invited to come to
school. There are forms to be filled. Arrangeméatsay fees if they are having problems.
Please ask them to do this otherwise they woulsebé to the department to explain why.
And you have read in the papers how people’s psgses have been re-possessed
because you must earn less than one fifth of theascfees to be exempt. Do you
understand? If you don’t pay your school fees, estwmuld not be able to provide you
with school fees, textbooks. Some of you take BitnBtes at the tuck-shop but you can'’t
pay your school fees. Some of you have state-adrthghones. When we ask you-it's your
uncle that gave you. Your uncle is so wealthy ligatan’t pay your school fees which will
take you for the rest of your li{&MT member B at assembly).
The extract reveals that educators use the affdityattiscourse to get parents to pay school fees.
The school reality is that despite the affordapitliscourse some parents can afford to pay school
fees, but do not, due to a culture of non-paymegrthbe majority of learners and the slow wheels
of the legal and debt collection processes. This adcresistance (albeit not overt) is an
oppositional strategy to the affordability discair$he culture of non-payment indicates parents’
indifference to the plight of the school which magy linked to broader socio-political issues. This
culture of non-payment of school fees has subtteakrainder-currents as learners are aware of

which race groups are paying school fees and wdniemot (own observation).

According to SASA (1996, p. 17), “the governing parf a public school may by the process of

law enforce the payment of school fees by parehts ave liable to pay”. Learners and parents are
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aware that the school’s hands are tied in ternsslobol fees, that is, the school cannot legally tur
away a child whose parents cannot afford schoal. f8eme staff members perceive that they take
advantage of the situation knowing that the majoot learners do not pay school fees. This
makes the task of collecting schools fees a difficine as the legal process is a slow and
ineffective one in terms of fee recovery from paseffhe school resorts to threats, for example,
the withholding of examination results. This creatauch media attention as it is illegal to
withhold results because of non-payment of scheekf This situation is an example of the
financial stress that many schools find themselness a consequence of decentralisation of
governance. The principal, in addressing the nomaeat of school fees, tries every avenue in

convincing learners to pay school fees.

In a situation in which the SGB’s success is mesasby the ability to raise funds and balance the
budget, there is little incentive to promote feemptions. In 2006, only ten parents applied for
fee exemption and these have been awarded by tBe B majority of defaulters play ignorant
to the fee payment and recovery process as shotie iextract below:

T(M): Although some learners in my class can aftorgay school fees, they decide not to
even after repeated reminders. They don’t pay exdhey can see the others who can
afford it not payingin a staff meeting)

It is important to note that it is the SGB, not thr@vincial department that has authority to sue
parents who are believed to be able to afford togehool fees but who fail to do so. The SGB in
schools employ various methods in an attempt teaekschool fees from parents, ranging from
withholding examination results to employing thavgses of a debt collection agency. In
Primrose Secondary School in 2006, 53% learnees feere outstanding, representing more than
half of the school budget (see annexure F). The 8@PBloyed numerous methods through the
principal and staff to ensure the payment of scifeed, but with limited success. Only 12% of the
fees were recovered. In the extract below, thecral comments on the reluctance of parents to
offer services in lieu of school fees:

What is really disturbing are parents refusing taypschool fees? We understand that
some of them cannot pay yet we have artisans thatwt of jobs. We say, in lieu of school
fees, come and assist with some technical stuffjibg maintenance and so on. To date
we haven’t had any response. The SGB, staff, | tekem the decision. When it comes to
action, the principal is responsible. | have dohatt To date, we haven't had anything. We
had one parent that came here, promising us thédyamhen we asked for a quotation, for
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a material list well he was just shirking and simgd he comes to school-make promises

and then he is not arour{grincipal in staff meeting)
In terms of SASA (1996, p. 20(1) h), SGBs are toctrage parents, learners, educators and
other staff at school to offer voluntary servicesthe school”. Given the poor attendance of
parents at meetings, the SGB does not have theiresoor the social capital to establish the
profile of parents whose child attends Primroseo8dary. Therefore, even though SASA
positions the SGB at the centre of power in thevigion of resources, the realities on the ground
renders SGBs ineffective in transforming the reseudrase at the school. This places strain on the
resources of the school and requires the jointrisffof the management and educators as well as
the SGB to raise funds.

As stated earlier, SASA stipulates that the SGBtrtale all reasonable measures to supplement
the resources of the state. A major part of scfeed are expended for basic services like water
and lights leaving limited funds for new projects. Primrose Secondary (as in most public
schools) the SGB has limited success in changiagtiuity resources of the school as it has to
raise almost 95% of the school budget (see Annek)irand the fact that a major part of the
budget is expended on basic services. Pre-199dré%3e Secondary was a House of Delegates
school and was fully funded by the state. In thigaex below, the roles between management and
governance, and the powers devolved to each, ihasiged by the principal at a staff meeting
during a discussion on limited funds raised:

| think the two SGB members that are coming on ddbhey need to be commended.
Because that is the role of the governing body.vMw is that we need more people. We
have two people maybe they can convert the otbags/é leadership. For them to say you
must tell us what to do, | don’t think that is ridiecause they are the custodians of money.
In operational matters of the curriculum, the gavieg body doesn’t run the school, the
principal runs the school. | don’t want to digrdsst they need to come in with a plan. We
can say these are our plans as well. So let’s ntlaikea mutual contribution. But we have
something positive from their side we have two [gaope welcome those tWprincipal at
staff meeting).

In the eyes of the principal, the SGB is commenidedheir involvement in school activities. He
sees the role of the SGB as providing leadershegcldarly states what the role of management
and governance should be. Another area of schoetrgance is the appointment of school
personnel (principal, educators, administrators amgintenance staff). The SGB’s role in

157



recommending new appointments at the school isge lnetermining factor in making the SGB
the centre of power. The SGB also play a criticd in the appointment of temporary educators
(SGB appointees) to relieve educators on leaveoaietluce the educator-learner ratio. Funds
dictate the number of educators that can be apgmhirand with limited funds available implies
that quality education is being compromised at Ryga Secondary. The SGBs’ authority also
appears to be eroded since 1999 with regard t@peet appointments. Limits are placed on the
SGB power and authority to recommend appointmentedching and non-teaching posts (RSA,
1996: Section 20). The 1999 amendment toBEhwloyment of Educators Aot 1998 placed a
time limit of two months for SGBs to respond to eguest for a recommendation for an
appointment. After that time, the provincial edumatdepartment head could make a decision
without the SGB input. In addition, the head of a@ment may temporarily transfer an educator
without recommendation (RSA, 1999). TBducation Laws Amendment A¢t2002 specifies that

in the case of educators appointed for the firsetior for educators who have resigned and want
to re-enter the system after a year, the appoirtroem be made in consultation with the SGB.
Previously, the provincial department of educati@d the final say in an appointment but the
process required interviews and recommendationS®8 members (RSA, 2002: Section 10). In
2007, the SGB of Primrose Secondary recommendedgpeintment 32 permanent educators, 5

heads of departments, and 4 SGB appointees.

In addition, the SGB has total jurisdiction oveaintenance services and the appointment of
maintenance/cleaning personnel. In an incidentling the employment conditions of a security
guard for the school, the principal makes the fellg comment:

Explain to him that the boss is the governing bi@ilpws. They will fire him. Tell him for
leave-taking there will be a stamp on it. So hé wdrk from today for the whole month of
August. | can’t afford to be sympathetic as fattas job is concerned. We are not running
a company where we have a spare guard to put ia.l#o if he wants to get sick, he must
work every day for the month of Aug(stincipal in his office with the security guarddan
two SMT members present).

The SGB in this extract is regarded as a centmouwfer by the principal. In this case the principal
refers to the SGB as the ‘boss’. The comment madehé principal shows that one centre of

power also uses another. In any given contextjbes’ as the centre of power may change. This
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point is made by the principal in his interactiongh various subjects (in the assembly, he

referred to educators as ‘bosses’, in the extiact@, he refers to the SGB as the ‘boss’).

SASA was amended in 2001 to restrict the finantiattions of the SGBs. It also called for the
heads of education departments in provinces toviee when an SGB does not meet its financial
responsibility. The amendment to SASA providesifiereased capacity development of the SGB
especially in the area of financial responsibiliifne amendment also restricts the SGB from
taking out a loan or overdraft without the priopegval of the Education Member of Executive
Council. One noteworthy amendment was made to iwgparent input on budgets. SGBs must
now “inform the parents that the budget will be ikalde for inspection at the school at least 14
days prior to the meeting” (RSA, 2002: Section Th)is strengthens the rights of parents to be
fully consulted on financial matters affecting theithe Primrose Secondary School budget
meeting for 2007 was held on 26 May 2007. Only d&pts attended the meeting. This has been
the pattern in a number of years. Meetings aredsdbd on a Saturday afternoon so that parents
that are in employment would be able to attende@®ithe demographic profile of the school (60%
black and 40% Indian and Coloured), only 2 blackepts and 40 Indian parents attended the
meeting in 2007. This indicates that, although p&rdiave rights to be consulted on financial
matters affecting them and the school, few panergsond to budget issues. This is a case in point
of how the devolution of power to the SGB has htkklimpact in changing the power relations
and equity resources within the community and skhbbe effect of devolution of power in
formally well-resourced schools was highlightedtbg principal earlier when he commented in a
staff meeting on the inequitable distribution cdaerces to schools.

Grant-Lewis and Motala (2004, p. 23) have stated tthe formation of local governance bodies
in schools represents a possible vehicle for isa@@aparticipation, equity, and quality
improvement, but there is a perception that SGBEknat lead to the desired outcomes”. One of
the most critical concerns is that this configwatof funding and governance policies, in the
context of the deep inequities between schoolscanamunities created during the apartheid era,
will in fact work to perpetuate or deepen inequiti@ather than challenge them. The principal
alludes to this in the extract abover(the next twenty years you will not get any @ewnin all

but the more affluent schools, field studies foyadtents playing a very limited role in school
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decisions. In a Wits Education Policy Unit (EPUXda@ommunity Agency for Social Change
(CASE) study, parents complained that principalshatr schools imposed their views on other
members of the SGB (Motatal 2002). McPherson and Dlamini (1998) found 42 qanmt of
principals in their study agreed with the statemt@nat SGBs are expected to rubber-stamp
decisions of the principal. The situation at Prisedecondary is different as the SGB engages
with governance issues and key decisions are thkethe SGB in a SGB meeting. Decisions
regarding fund-raising, matters of school mainteearsupport service employment are taken by
the SGB. The SGB is the centre of power on thesttersaand makes the final decision even
though the principal may have inputted on the mafteke SGB members at Primrose Secondary
have social capital to be able to effectively cany their functions. This may not be the case in

disadvantaged schools (McPherson and Dlamini, 1998)

Discipline is another area where the functions @fegnance and management become blurred.
The problem of discipline during school hours, ailtgh not directly under the management of the
SGB, becomes a topic of discussion during an SG&tingg

Just to share some experience, in 45 minutes @iosthere were four cases that | sat in
and it was on an ad hoc basis where | had cometémd to another problem. There were
four incidents in a 45 minute period. The educatonsst be informed that we from the
governing body know it is no easy task for themwatoy on with the main role in the class.
In my short discussion with them | feel that teaghis only taking place for 20 minutes
and the rest is about discipline which is no faflthe educator6SGB Chairperson).

The discussion reflects that the disciplinary gextends from the SGB who are ‘watching’ how
the school educators and SMT discipline the learteethe school. Although the SGB forms part
of the tribunal in a disciplinary hearing for lears, they are not expected to oversee the daily
running of the schochnd the management of discipline. According to SA$896, p. 20(1) c)
one of the functions of the SGB is to “support piiecipal, educators and other staff in the school
in the performance of their professional functiori®ie extract reveals that the SGB’s understand
what educators face daily.

The number and frequency of incidents of disciplane the long and tedious judicial process set
aside to resolve disciplinary problems takes it6 ¢m teaching and learning at the school.

Processes are legislated and are intended to prbkeaights of the offender. However, these
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tribunals place additional demands on the prin@pahe and role as mentioned by the principal
at an SGB meeting below:

Look people, what's shocking, is that we have cag@sh takes maybe five minutes to
investigate, some take two hours. The one | amirgdgalith now took 72 hours. Mr
Naidoo knows what | am talking about. But | thihkre is this gap that has been created
by some parents. There is a lot of fear from paeeparding the child. If the child is
caught smoking, he is even scared to reprimandcthilel in front of the principal or
whoever is investigating. So the first recommemdatoming through, remember the
secretary’s job is not to discipline, but | canltgbu right now that secretaries are
handling discipline cases, some non-serious ca3é®re is a suggestion that the
chairperson or a member of the SGB addresses th@otassembly as soon as possible
together with the principglprincipal in an SGB meeting)
The principal presents an account for the pooriglise in the extract below. The extract shows
that the SGB is also watching the principal andgtieool showing that the centres of power are
constantly shifting, the pull-push forces of povdatermine the nature and the content of the
interaction. Whereas, in Section 8.1 the princivaks the custodian of the gaze, he (and the
educators) now becomes the object of the gaze wualestant surveillance by other centres of
power (the SGB, parents, community, etc). A nevgleage is brought into play by new processes
demanded by legislation - educators are positi@seitiexperienced and too ‘soft’ to deal with the

realities of an investigation or tribunal.

Given the extent of time demanded of a tribunal #aedhumber of incidents brought to a tribunal,
is it the appropriate means of handling the disoglssues at the school? The school system is
steeped in the socio-historic view that disciplim@ecessary for learning to take place. Analysing
discourses (in this case the discourse of contaBbles one to unearth the often hidden, taken-for
granted characteristics of a discourse. In thigl\stthrough analysing discourses, subjectivities,
assumptions and value systems are brought to theGiven the disciplinary gaze and the various
policies set in place (for example, the school cotleonduct and disciplinary procedures), the
problems at Primrose Secondary (as in most othethSafrican public schools, as is reported in
the media and elsewhere) still persists. The schechn institution becomes a place where the
individual is constantly under surveillance and/ties behaviour is broken down into a set of
normative practices and acceptable behaviours. phtysical space of the school is carefully
organized to optimise the monitoring and disciplyngaze (see Chapter 9).
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For it to be effective, schooling needs to be aiive, because corrective punishment has the
purpose of narrowing the gap between the non-confg and the conforming (normal). This is
relevant to both the educators and the learnersdtdt (1979) states:

Discipline rewards simply by the play of awardsjghmaking it possible to attain higher
ranks and places; it punishes by reversing thisge® The perpetual penalty that traverses
all points and supervises every instant in the iglisary institutions compares,
differentiates, hierarchizes, homogenizes, excludeshort, ithormalizeg1979, p. 77)

For example, we see this process in schools inathading of grades/awards, which are, in
essence, corrective. Disciplinary power investsitiadévidual with the characteristics to make the
individual useful and productive to the state. ‘Einary power does not link forces together in
order to reduce them; it seeks to bind them togatheuch a way as to multiply and use them.
Instead of bending all its subjects into a singl@form mass, it separates, analyses, differerstiate
carries its procedures of decomposition to the tpoinnecessary and sufficient single units”
(Foucault, 1979, p. 23).

This section explored how the SGB is positionetegislative documents (SASA) as a centre of
power in governance issues. The powers conferredetdcGB through SASA were intended to
increase parent participation in school mattergrave the quality of education provision and
address imbalances of the apartheid era. In pgbhools like Primrose Secondary, the SGB had
minimal impact in improving resources at the schéainds raised through school fees were a
large part of the budget and were used mainly tetroeerhead costs rather than improving the

quality of education.

8.4 The Representative Council of Learners (RCL) as aanpeting the centre of power

through the lens of the principal

In this section, | explore the exercise of powerthg RCL mainly through the lens of the
principal. As discussed in Chapter 5, the RCL is\deratically elected by the learner population.
Learners have played a limited role in SGBs andhia leadership discourses at Primrose
Secondary School. In an earlier discussion (se#éioBe8.2.1), | explored the discussion of the
prefect system. Initially there was tension betwéam prefect system, by which learners are

selected by educators based on educator-set ayitard the RCL structures, where learners elect
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their own representatives (see Chapter 7). Thigeissas resolved by thEducation Laws
Amendment Aabf 2001, which stipulated that a representativencowf learners “is the only
recognized and legitimate body at the school” (R320Q1: Section 1). Since promulgation of the
legislation in 2001, Primrose Secondary Schoolimeththe prefect system till 2008 (see Chapter
5- time line). In 2007, the school had the RCL #mel prefect system running concurrently for
different purposesThe RCL has powers to represent the learner popuolan matters of the
curriculum, sports, extra-mural activities and #whool code of conduct. In terms of SASA, a
learner representative of the RCL executive isrssttuted member of the SGB, thus placing the

RCL in a position of power.

Despite legislation and policy, the power of the R& constantly under the spotlight, as is
evident in the discussion below that occurred stadf meeting in 2007:

Educator (F) Sir ...we are quite clear there that the prefeutsst be replaced by the RCL
in no uncertain terms. They spoke about the scbamimittee must be replaced by ... and
the prefect system by the RCL and the SGB and &xnlscaust get used to that idea.
Principal: Ya, | am agreeing with you. Wait hold it, hold..im...? If you are doing a
follow up on that, no problem.

Educator (M) RCL but how? Are we still going to select predect

Principal: Hold on hold on

Educator (M). Are we bringing it back in with just a different.....

Principal: But the big difference. One, learners choose omimate. The other one
management and staff chooses.

Educator (M): It's still the same the prefect story.

Principal: No. We will get the clarity just now. Let's allothis discussion to gain
momentum.

Educator (M). If we get clarity on the role function of thisdyoof students that we want
then we can proceed. If they are going to fit ihi® programme Mr Naicker addressed us
on, safety and security then that tells us whad kihstudents we need to look for. But it's
going to be basically an extension of our arm ahd &cademic programme than the
previous system...

Principal: You see ma’am, there are drawbacks. | have heamtiebody whispering.
There are drawbacks. Now that grade 8 fellow iseetgd to tell with mutual respect the
grade 12 fellow that you are not supposed to ddvsard such a thing. If you get a Zulu
female and she sees this Zulu boy in an infringémpesition she cannot go and tell this
ou, “hey am funielaho, | don’t want this thing tagpen, stop this”. Can you see what |
am saying? It's a culture thing. Did that RCL megtcover culture?

Educator (F):No, but they did say that the school needs to &trec..

Principal: [interrupts] Precisely, we need to structure sahmeg for this school.

Educator (F): Mr M..., just a way forward we can talk about whe want and what we
don’t want. But what | am saying is that Annelineew she went into the prefect meeting
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she said this is an illegal system and that the RChe recognised body. | think we need
to get back to the RCL, have a meeting with alss#s, then they will meet with the
representatives from all classes and let’s talkwhthis change that we need to make. Of
course we didn’t have the RCL input. And we nedéaim from the learners what is going
to help them to get their act together. This isngoito be the role of the school
management because they are going to help us entbeccode of conduct. They didn’t
want SAPS, they didn’t want the reaction unit. Ttigin't like the way they behaved. We
don’t want SAPS there. Take...S....he is a ganggter He doesn’t wear school uniform.
The RCL chairperson doesn’'t wear his school unif@roperly. So there is a lot of
fracture marks in our school system. So let’s tjieelearners a chance to tell us what they
think and how they see themselves....

The extract reveals that the release of power €0REL was not an easy one. The principal
reiterated the old arguments about the merits ®@ptiefect system to rationalise why power of the
learner body should not be released to the RCL.primeipal uses the way in which the RCL is

structured (without proper understanding of strreetand purpose of the RCL) to indicate to staff
that the RCL system is problematic. His view isdahsn rationalising the merits of the prefect

system. He views the function of the RCL as theesas the prefects. The educator (F) in the
above extract recognises that the RCL input wagtai@n when drawing up the school code of
conduct indicating that there is a clinging to cohby the school management. The exchange
draws attention to an extension of the surveillamzehanism employed by the school and its
management and how the RCL is not considered dinede body to address the range of
discipline issues faced at the school. With thefgmtesystem, the management of Primrose
Secondary had control over its learners despitesfia the selection criteria mentioned in section
8.2.1. Through this meeting (which is differentrfraother meetings where voices of educators
were silenced), the educator (F) raises an oppasitidiscourse- of inclusivity and responsibility/

power sharing where the subjects of the discoufseoatrol (learners), are now given an

opportunity to determine the manner in which thlegutdd be managed. This raises an earlier point
made that when discourses are unearthed they rthadalpathologising effects. As an effect of

power, the discourse of control had resulted iniatgvbehaviour (resistance to control) by

learners. When exposed to an oppositional discpleseners radically changed structures (for
example, the abolishment of prefect system in 2@0@l) were able to voice their discussion with
controlling apparatus of the state (SAPS, Readtlait). Learners resisted the manner in which

these apparatuses treated them as criminals.
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Despite acts of resistance by learners, the prhdijes to salvage some measure of control by
emphasising the limited powers of the RCL to ast,eaphasised by the principal at a staff
meeting:

But we as leaders also simultaneously we must kmiosve we are heading. They are still
learners but by statute they are regarded as coagars of the school, as part of the SGB.
By the way let me endorse this- with limited powdrsey are not allowed to select
educators; they are not allowed to sign chequedjkswise they are not allowed to do
some things in management. We are so called emfoafethe law. Remember we are
moulding impressionable yougprincipal at a staff meeting).

According to SASA, a learner who is a minor may comtract on behalf of the school and may
not vote on resolutions of the SGB that may impassglities on third parties or on the school.
These restrictions are intended to limit harm @rrer participation in the SGB. The principal
refers to learners asd-managersand emphasises their limited powers (selectioedicators,
signatory to cheques). He refers to educators andefif as enforcers of the lalvestablishing a
judicial relation of power with the state. The mifpal emphasises the limited powers of the RCL
to ensure that educators are aware that the priceriyres of power are the principal/ SMT and
the SGB. What is clearly evident is that in schdiie this one, the RCL may be the legitimate
learner body in terms of legislation, but the tgak that their powers are even more limited than
those defined in the SASA, for example, at Primr8seondary the RCL was not involved in
drawing up the school code of conduct. While th&oohuction of RCLs strengthens the
democratic participation of learners by ensurirgf nly learner-elected representatives serve on
the SGB, there are still significant issues in rtltkigree of participation. In the Education 2000
Plus study (Kgobe, 2001), learner representativé&® ger cent of the schools sampled indicated
having no input in the development of their codecafduct. Bischoff and Phakoa (1999) found
dissatisfaction with the SASA for its restrictions learners with regard to financial decisions.
They found the focus of learner participation liedtto fund-raising, discipline of learners and
sports. There has been very little interrogationhef multiple meanings of ‘democratic practice’.
At Primrose Secondary School, the RCL has beerlveddn a blanket project (charity event) and
the interact project (fundraising event). A membérthe RCL executive makes the following
comment:

In this school, we are recognised to a large ext&here are incidents when we are not
included in the school planning. But most of tineetiwe are. In terms of students the RCL
has a lot of complaints with regards to schoolratand especially the sports T-shirt issue.
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In this regard we have been having no co-operafi@m management and that's a
negative side of the relationship with managemasitively we are being recognised and
we appreciate that.

The RCL has not been involved in school plannimgédttabling, exam time tabling, school fee

recovery, school attire, etc.) Even though the RE€tonstituted as a legitimate centre of power
for the learner population as constituted by SABMractice there has been limited participation
on matters directly affecting learners. When the tentres of power, the RCL and the SMT, meet
on issues, the RCL acknowledges that there is maate consultation.

According to Foucault (1980), where there is powéere is also resistance, which is the
productive exercise of power. The RCL have resitedprefect system by forming a structure to
discipline learners (disciplinary council). Thatuteers recognising the RCL as the legitimate
learner body, is evident in the comments made &YREBL chairperson (February 2008):

RCL chairperson We do have a role in maintaining discipline- fjefect system is no

longer recognised and we are trying to get ridtdfy coming up with the RCL disciplinary
council where we will be involved in the discipliok learners. | attended a workshop
yesterday where | was told that the prefect syst&s not recognised and it should be
removed from the school. They therefore encourag®gLCL disciplinary council and we

are hoping to put that into action at Primrose Sstary School. This council would come
up with means to discipline learners such as deiant

Researcher Does this take over the role of the SMT in dilstipg learners through a
disciplinary process?

RCL chairperson No, but there was recognition of the RCL to bevaty involved in the
disciplinary process. We need to look at major igigte problems like dagga, cigarettes.
We don’t have a major discipline problem in ternfisriolence and assaulting. The issue
now is substance abuse. Members of managementldeere enforcing discipline so |
would say that they are doing their fair share aliigh all are not walking around the
school or standing at the gate- they are enfordisgipline in the classroom.

A noteworthy point here is that information abohe tprefect system was provided through a
workshop organised by the DoE and not providedHgy $MT. The DoE had recognised that
learners lacked the capacity to govern and havemated to build this capacity through
workshops. The DoE has used the RCL to mobiliseghan schools [was told that the prefect
system was not recognisedjhe RCL does not participate in a disciplinarybunal. The

disciplinary council mentioned in the extract is agentic structure intended to curb discipline
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problems before they occur. As a structure formed eontrolled by learners, it is expected to
produce new knowledge on the behaviour of learaetgshow to change the behaviour of learners-
a normalising effect. The RCL intends to add to sbeveillance agenda in terms of monitoring
learners’ behaviour. This may be construed as #@iyp®sxercise of power in the ways new
knowledge is created on how learners behave. Gd298) understanding of Foucault's
conception of power is relevant here. For him, poganot be understood as absolutely negative
or positive. What is significant are the mechanismsvhich particular practices in institutions
actualise power relations. The RCL as a centreoafgp have taken control over learner issues and
created productive structures of power. The RCLnashedges the importance of a common
undertaking(power sharing)with other centres of power (SMT) on disciplineuss where they

would appreciate the presence of management tst agth maintaining discipline.

8.5 Conclusion

The phrase “centres of power” has political contiotes and implications. The first time | heard
this phrase was on September 11, 2003 when thetomiars in New York were bombed. The
pentagon (centre of military power) and the twiweos (centre of economic power) were referred
to as centres of power in the media. This phraselévant in the school context and in this study
in particular as it can be used to explain the paekations between the SMT, SGB and the RCL.
These power relations are in itself also politicalnature. These centres had been viewed as
competing centres through the lens of the princiy&d cannot escape micro-politics in leadership
and management at school level. Each centre of pea&ms to regulate the other. Policy and
legislation are the parameters within which theykneind operate. However, there are times when
individuals at these centres of power exceed tlisdiction and try to manipulate the other
centres of power (as with the prefect system). Wi happens, legislation/policy is used to
allow the centre of power to surface. It is likeesing a ship back on course after a freak wave has
struck it. This analogy points to the significanale empowering legislation and policy being
firmly in place and understood by all. SASA is aueh legislation that positioned the principal as
the centre for professional leadership; the SGEhascentre for governance and the RCL as the

centre on learner matters.

167



In Chapter 7, | explored how the various managemd&tourses that pervade aspects of school
life and the kinds of learners and educators thaysituct. Learners and educators constantly
negotiate their positions within the web of thesscdurses. The discourse of discipline and
control will have to be analysed on a broader $deigel, deeply questioning the mechanisms of
power and how it takes expression in forms of devieehaviour that is constantly being handled

at the school.

In Chapter 9, | will explore how space and poweaypl itself out in leadership practices and

disciplining of learners.
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Chapter 9

Spatialisation of power

Power has multiple modalities, such as authoritgmehation, persuasion, seduction,
coercion, which are differently construed in timmelsspace (Paechter, 2004:63).

9.1 Introduction

In this chapter | used the explanation of BenthaResiopticon that served as a framework for
analysing the way surveillance and control of leesrby SMT and educators, and the control of
educators by SMT operate in the school. Re-asgesfiace into social analysis has been used as
an analytical tool by many authors (Paechter, 2@0Ken, 2003; Soja, 1989). Gore (1998) has
identified techniques of power such as distribytiexclusion, regulation, normalisation and their
link to space (social and physical). The first lvége, ‘distribution’ refers to temporal as well as
spatial dimensions and the various practices emgplap educational institutions that can be
grouped under this heading are such things as abtiey, segregation, and the physical
arrangements of space into classrooms, boardrotafffoem, etc. All are designed to assist
classifying learners and grouping learners intollmanits that can be better managed. Brown
(2008, p. 64) presents exclusion as Foucault défine the “...negative side of normalisation —
the defining of the pathological...” I illustratkis through many examples of the principal /SMT
addressing the assembly. One can argue that exelasid distribution have a common goal, that

is, normalisation.

In this chapter | will explore how space is orgadisn five physical areas of the school: the
assembly, classroom, staffroom, boardroom, anafiiee and reception area of the school. | try
to understand what specific points of power sustlhéstatus quo at schools and argue that the
permeation and circulation of discourses of congirdl surveillance are permitted and enhanced
by the design of these physical spaces. Powevésdged at various sites and these sites are more
than physical spaces but an institutional and $gpiace where a number of power relations and

technigues of power are at play.
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9.2 Spatial points of power

In the discussion below of the various spatial {siof power, many discourses circulate and
integrate towards a common purpose or objectiveic&alt (1977) calls this space a discursive
space. In this section, | group spatial pointsaf@r together, that is, the classroom and assembly,
staffroom and reception, and discuss these undee thain themes: physical space and practices;
documentation; and hierarchical observation to show these physical spaces sustain power
relations and various techniques of power. The ighlyspaces illustrated by the five figures will
be used to show how the structure of the envirotraed seating arrangements are used as tools
for surveillance and normalisation in different texts. These figures will be used to show how
these spatial points of power are structured toaeod normalisation and surveillance (the

panoptic effect).

9.2.1 The assembly and the classroom as spatial pointsafer

The construction of the assembly space refleci®watechnologies of power and shows evidence
of normalisation and surveillance. The Panopticeesypower subtly in the way it organises space.
In this section, an analogy is drawn between tlserably/classroom and the panopticon as a
space where the discursive practices permeate.aséembly and the classrooms are arranged

according to the figures (iv) and (v). | will refeack to these figures in the rest of this section.

9.2.1.1 Physical space and practices

Figures (iv) and figure (v) below of the assembhgaa and classroom shows the learners
positioned in rows facing the podium or educataiesk where the assembly speaker/ educator
was situated. Learners are positioned in rows. Nwteraised podium in front of the assembly
area. This provides a clear view of all the leasneOrder is further created by learners being
positioned in rows facing the front of the asserfddygsroom so that they were exposed to the
watchful gaze of the person conducting assemblyrkidgs on the floor depicted the correct

position of the grade. Educators are expected camcthe space behind the learners in assembly
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and at the front in a classroom. The panoptic effefurther strengthened by educators standing at
the back of class lines in the assembly area. Hze ¢ constant even when the educator is not
present behind the class (self-surveillance bynkra). The purpose of the disciplinary gaze is to
ensure the establishment of function (order, atteness) and authority in this space which are the
obvious markers of power. When the principal is cmtducting the assembly, he has a view from
the upstairs balcony overlooking the whole of taseanbly area. -.

Key:

<> : Learner

() : Educator

Raised podium with
public address syste

Learners arranged in rows according to their graelsclassification
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Form educators stand at the back of learner rows.

(7]

Figure (iv) Diagram showing the positioning of lears and educators during the school assembly.

The discourses of normalisation and surveillangrilege and constrain learner behaviour. The

ethos of the school is reinforced by the princi®IT in the school assembly and the educator in
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the classroom. The assembly/classroom as a phyditaiture thus becomes a powerful spatial
point where relations of power are exercised. Lewrare expected to appropriate what is
acceptable in terms of attitude, behaviour, an@eetsfor educators as they are exposed to this
repertoire often at the assembly/classroom. Tagsanonitor is visible at the front of each row to

extend the arm of surveillance of the school.

Key:

<> : Learner

Chalkboard

Educator’s desk Door

Learners seated in rows behind single desks

OOOOO OO
O OOOO OO
OHOQO OO O
O OOOO O G

Figure (v) Diagram showing seating arramgents of learners and educators in a typical

classroom in the school of the study

One of the school’s practices that perpetuatedlibeourse of surveillance and thereby control is

where segments of the school day are broken dotenclass and assessment time- tables. When
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the siren sounds, it is an indication for learrtersnove from one subject class to the next subject
class, one purpose to the next. Occasionally arcesnents are made over the public address
system (Mr ... please report to the office. The principal wd like to see you.” Or “Grade 8B

learners, please report to Room 79.”yhe sound transcended barriers of physical space

controls movements and actions of the subjectthitnway the effect of the discourse is felt even
when the person surveilling is not visible. Thesslanonitor or RCL representative carries the
period register to subject classes to control ddane and monitor bunking of subject lessons.
This practice ensures that learners are in thegorpface at the proper time. Surveillance was
internalised through the” taken for granted “ piaes by the one doing the surveillance and the

one surveilled.

Talking to neighbouring learners is regulated. Bl&ing is allowed in assembly unless instructed
to do so. Rules governing the correct conduct @s¢hsegmented spaces are the subject of drill
and/or reward schedules. Deviant behaviour is plypnnounced, whether individually or as a
class. Classes are compared in the assembly - iteudse is one of learning the correct
behaviour and rules in order to fit in (normalisad. Deviant behaviour has consequences: in the
excerpt from an assembly below, assessment isumtec®nsequence:

If you don’t respect your educators let me tell yoat even if you need half a mark, | am
giving an instruction here, don’t give them. IfyHail, let me tackle them. You don’t know
about me and the inspector. No inspector is gomgadss you. I'm going to bring the
register, | am going to bring the period registerdathe discipline book and place it there,
that is, if he insists that we pass you. | guarangeu if 30 fail in a class or 20 fail 1 will
fail 20. Note that now. Go and put it in your digpyincipal at assembly).

From the above extract, it is evident that the @pal reinforces the idea that he can fail a learne
that gives the staff discipline problems and fowihg no respect for educators. He uses the
assembly as a physical space for correcting debi@maviour. With respect to time and space, the
assembly area deploys a prominent disciplinary g&asistance is apt to be interpreted as
evidence of incompetence or a pathology, whichvideat in the extract below where the learner
is labelled “intellectually challenged”:

On the other hand, let's say you are below avergge, are run of the mill fellow, for

some reason or the other you are intellectuallyllemged, | know we say that, we don’t
want to say those bad words, you have a probleim mvémory, you have a problem with
listening, | will help you if you can demonstratenty educators that you respect them. |
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promise you this today. | am making this promisebehalf of the educators. If you are
respectable, you do your work regularly, educatdesl have your word, You know you
are that sort of person because you are loyal ®dthool, | am making a guarantee here
today, | will pass you. Educators will pass youeyrimade a promise here and | am talking
about behaviour, | am talking about attitude. | aatking about all these things here.
Don't come here with 90% of the promise. We aré&ingl about 100%(principal in
assembly).

Many educators constantly reinforce rules about@prate school behaviours like in the manner
in which the principal did in the extract abovewsaand Davies (2000) have found that learners
mimic patterns of behaviour that are expected efrtirom adults when they interact with adults.

Davies (2000, p. 62) has observed, in analysingptbeess by which an individual becomes a

subject, that:

The idea of a bad or uninformed subject is thdiaapoint of subjection: each person has
to constantly achieve themselves as ‘not bad’ aeoto be recognized as an acceptably
formed subject. Students are taught that they bhw&es on how to behave, and their own
recognisability as credible and competent learmeélisdepend on learning to make the
right choices. They are coached in these rightad®iBeing recognized as legitimate or
‘competent’ learners is read as one who knows wibemork, how to learn, when to be
creative (and in what contexts), when to speakwandt can be spoken, and when to be
silent. Such regulated behaviour on the part ofnles is understood in teaching and
learning discourses to be necessary for the edscatde able to teach.

The latter statement made above is evident (sept@h8) where the discourse of control was
perceived to be necessary to achieve the culturéeathing and learningThe assembly/
classroom area as a physical space provides thi@rplawhere these discourses can be made
visible, circulated and reinforced (for e.g., patigical discourses reinforced in a previous
extract). Davies (2000) argues further that in sthdearners believe that they have a freedom of
choice. However, given the consequences of badvirelrathis freedom is an illusion. Educators
reinforce appropriate behaviour by positioning hess as making a choice on their future in
school as is evident below:

Mr Karikan is also here, if anyone wants to saythmg, if the ...omitted anything. By the
way this is an opportunity; it is historic in thdtpupils have to fail, school doesn't fail
them, you fail yourself. So | am saying to you ypdanust hear my grade 8s and 9s are
not rubbishes, they are the best in the world. Waat to be the best, you can be the best
and we want you'll [you all] to be the best. We wamhelp you'll [you all] to be the best.
What? Anybody? Mrs N... you want to say anythingthlimviting anybody. Any child
wants to say something here? Anybody wants to@agthing here that will improve the
behaviour of anybody(Principal at assembly)
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A noteworthy observation here is that the principsds my name (in the researcher role) in the
assembly to reinforce his ‘open’ and ‘inclusiveadiership style Learners are threatened with the
consequences of poor behaviour. Consequencesanedgd in the scientific discourse of action-
reaction (Laws and Davies, 2000). Appropriate behavhas a positive consequenc@gssing
and being promoted to the next graglefhappropriate behaviour carries with it the cansences

of punishment (Now let me tell you, if you mess up | am askingethecators to fail you”)The
assembly area is one such space where the codtemblspractices are reinforced. These could
include behaviour management strategies that aséiy® (a smile, utterances such as ‘good
work’, etc), or negative consequences such as:ntiete limitation to participation in
extracurricular activities; being disciplined byigher authority in the school structure; thredts o
failure in the grade; being sent to another scljewtlusion, referral to specialized units such as
NICRO), indicating that you should transfer if you don’t like the rules apictices of this
school”; being sent from schooling altogether (expulsianyl; being sent home until parents

report to school.

Schools are one of the everyday institutions thinowghich knowledge about people, their
behaviour, attitudes, and self-knowledge is dewediopnd propagated. This knowledge produced
through an epistemological relation of power makessible new forms of control. A silent
partner to the 'discipline' of surveillance in modéorms of power is subjectification (Foucault,
1981). This is essential to the processes of 'nisaten’ that Foucault calls power/knowledge.
The discourses of social science invokewall“to truth (confession) about the subject: the
speaking subject, the criminal subject, the degignbject, and of course, the learning subject”
(Ford, 2003, p. 12). Learners are “roped” in to itwnfellow learnersand ‘squealing’ on them
implies that the principal perpetuates a culturemfing. At an ethical level, the consequences of
this action can have damaging effects on the leamthe present and future even though their
anonymity was guaranteed. This relates to Laws Radies (2000) point made earlier that
learners mimic patterns of behaviour that are etgoe®f them from adults. The ethical
implications of the principal’s utterances can htarereaching consequences:

You have a habit of opening the taps and leaviegdps open there. | say this, if you find
anybody breaking the rules, you need to go vergttwlithe educators have made a
promise to me they are not going to report youy thal just take the names of those
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pupils. If you have to report about pupils comingybur class late, come and tell me, we
guarantee you that you would be anonym@urecipal at assembly)

In open spaces like the assembly, educators cawdyg with overt disciplinary techniques. This
is predicated on the success of learners' selfedlance (confession, subjectification). The more
learners identify with the notion of a good learrtbe greater their success, be it in the classroom
or the assembly area. Reviewing organisation mestin the assembly area thus unveils the
presence of dividing practices, normalisation, anbtjectification. Practices of subjectification
position and label learners as ‘good learnersartieng disabled learners’, and 'bad learners’.
Normalisation requires “the establishment of stadslaand comparison to be made against these
but normalisation is also an active process comtemith conformity: not only to rules but to
‘natural and observable processes’, where ‘nonearomfy is punishable™ (Foucault, 1977, p.
179). Foucault proposed that discipline was mametiby gratification and punishment (Foucault,
1977), but in this study the majority of learneadentified little in the way of gratification within
the school. This is evident in the many inciderftdisciplinary problems that are addressed at the
school on a daily basis. The physical space ottagsroom/assembly is used as a tool to extend

the gaze of surveillance.

9.2.1.2Documentation

In this section, | explore how document is usethase physical spaces for exclusion or exclusion
in educational processes. Learners are individudtedan endless stream of documentation:
portfolios for each subject, record of misdemeasporeport cards, attendance rosters , homework
books, writing folders, and check-off lists that@ed progress against norms expressed according
to both explicit (as stipulated in the curriculumnd implicit standards. Learners' individual
records are important in all school settings. Tasythe basis for inclusion in educational settings
but they are also the basis for exclusion (see Amm@eE on counselling and reporting document
for learners). Documentation protocols feature pnemily in open spaces such as the assembly
area and the classroom. A record of which clasgostioned where in the assembly area is
maintained in the principal’s office. In the addregven at the assembly below, learner records
are used to perpetuate the ‘gaze’ and exert aigldalation of power through articulating who is

best and who is not so good:
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Secondly, a political relation of power in thistiasce is established through forms of dominance
set by the school code of conduct. This documeatgsoduct of the management and governance
structures and excludes the learners. Thirdly,cadus, as implementers and custodians of
departmental policy, are the ones to give ordestabdish the rules and take measures to ensure
that policies are implemented. In a policy disceyesducators are thus positioned as implementers
and an extension of the arm of government. In ttteaet below, SMT member B uses a letter
from the DoE to gestulate to the Grade 11 learners:

If you have failed, good news for you. You willjbi@ing the FET next year. This is a
letter from the Department which says failure iadg 11 in 2006: Please be informed that
learners who fail grade 11 in 2006 will be requiréd follow the National Senior
Certificate curriculum should they wish to repeat@e 11 in 2007. Do you know what it
means? It means seven subjects compulsory, it meawssubjects- you don’t have
Biology, you have Life Sciences. If you can’t psigssubjects now, if you can't get 75%
for your exam and 25% for your CASS | will tell yoow you will never make it in FET.
Grade 11 is not eaglsMT member B in assembly)

Words are selected in particular ways to reinfaoetrol (f you have failed good news for you)
Failure is treated with sarcasm. The school funstias a bureaucratic machinery to chew out
analysis of results, statistics and records. Tlaseused to extend the form of control to new
learners. Experience plays a significant role iertalg learners of the consequences of their
actions and behaviour. Good learners are compaitd ‘delinquent’ learners. A delinquent
learner’s subjectivity is judged on the basis gbad learner:
We have good learners that are producing excellestlts and then we have the rest of
you who are hoping God will pass you (SMT membeatr &sembly).
Records are also kept of school fees. Since sclawelexpected to charge fees for functions and
resources, they enter into an economic relatioposfer with parents/guardians of learners. This
relation of power is also a form of control. Leasare expected to carry the responsibility of
payment of school fees. They are the ‘messengeta/den the school and their parents/guardians:

Now let’s look at your school feeSrade 11A have done excellent. They have an amount
of R3600 owing. | don’'t know whether that amourd heduced as yet but this is what |
have as at last week. Grade 11B we have an amdurib 000 owing, 11C R11700 and
then we got three grade 11s sitting at the bottbhi and 11F are the last and second last
class. Those learners are not showing respongibiBecause you don’t have to pay R600
at one time. You can pay R50 a week. You can maiagaments for that. We have
learners amongst you who will go and sell newspserpay the school fees, because
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their parents are unemployed. And then we havenéxarhere who have cell phones for
R800-R900 that can’t pay their school fees and nzakey hue and cry in the office when
their cell phone is removed. That shows your ptiesiSMT member B at assembly).

Good classes are compared to classes that ardtohgfad defaulting class is judged on the basis
of a good class. The class is grouped in termgsggansibility when school fees are an economic
relation of power between learner's parents andsttteol. Records are also kept of learners’
overall performance and these are submitted ass@mtmial when the learner leaves the
institution. This record demonstrates a judicidhtien of power between the learner and the
school. Learners are evaluated, punished or rewdrdsed on the documentation kept. The long
extract below is retained as such so that the warrewards and punishment intended to control
learners is unpacked:

Copying and not doing homework. Grade 11 copyintglis us a lot about you. Victor, |
am waiting. You are entertaining others there. fuiccontinues to talk] And then you are
not doing your homework. Your CA8& 25%. That is your homework, part of CASS
mark. Playing with cell phones. We only return gae#l phones to your parents. Now we
are going to check your school fees. Your pareatsecand tell us your uncle has given
you the phone. Let your uncle give you the moneydar school fees. You have the
audacity to bring the cell phone to school and op of that you play music, loud music.
You have absolutely no respect for your educatdosy if you can’t respect yourself, we
understand. Then you won'’t be able to respect asylabse. | am waiting for that boy in
the back there. He is so busy in a conversatiofi. g(d@nes may be a fashionable tool for
you, no use having a cell phone and nothing elswl monitor the grade 11s. We are
going to call you class by class. We are goinghtec& your appearance, your attendance,
your homework and we are going to have reports iseby your educatorgSMT member

B at assembly).

When the subtle organisational strategies in abasss do not control learners' behaviour,
documentation protocols highlighted in the excatptve (ranging from promotion rules to school
fees) figure prominently in the school's respomsa public forum like the assembly. Educators’
surveillance of children is intensified and is ghtoward diagnosis of the problem. Educators do
not collect data on systemic factors such as tHiectsf of class size or racism or factors
contributing to the non-payment of school fees. yThellect data organised to determine the
source and type of the child's dysfunction. Wheaeedhild resists (disobedience, non-compliance
with instructions or failure to perform) the chilsbcomes marked as ‘different’, ‘troublesome’,

‘difficult’, ‘behaviourally/ intellectually challeged’. Repeated offenders are asked to wait outside

26CASS is an abbreviation for continuous assessment.
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the classroom, or are moved to study independemmtlysome corner of the classroom.
Documentation forms a key part of this individuatitearners’ names are recorded in a detention
register, their homework record is required toigaed off by their parents, they are marked as ‘at
risk’ learners in school corridors, staffroom andffsmeetings. Many learners with discipline
problems perform poorly academically and are fretjyeéschool leavers’. A judicial relation of
power is evident where parents are expected togenigaa contractual relation with the school.
Learners are encouraged to study on their own @&dhgir homework forms signed by their
parents.

9.2.1.3Hierarchical observation.

In the assembly, the classroom and the physicahnisgtion of the school, the lines and
architecture are very similar to the Panopticoner€his a central point from which the
authoritative gaze emanates. As with the guardhen tbwer, that gaze is itself the object of
surveillance but it is readily identified with theuthority of the institution. The principal’s
message in assembly exemplifies this:

| had some idiots. | know them by face, educatooswkthem by face. | went to room 9 to
check, something was going on, | had my CD. Thédgpaame from Mr N M...’s room,
ducked past the art room. | wasn’t running, | haddb some stuff. It means the educators,
management, cleaners and so on must start lookiitey monkeys in this school. Like |
told you, I qualified this at the beginning. We gaking about a small group of rubbishes
here. We are talking about a small group that igially tainting the name of the school.

1. (principal at assembly).

Observation is used to articulate ‘normal’ or adabfe behaviour. When behaviour is
inappropriate, a normalisation judgement is padseel are talking about a small group of
rubbishe$. Through observation, the individual is placedaimrmatrix of power relations that
documents his/her behaviour and conduct. This whten takes the form of coercive power in
indicating acceptable forms of behaviour that cdaddewarded. It also acts as a disciplinary tool
where consequences of inappropriate behaviour ackeraxplicit. Resistance is readily seen as a
contestation of the authority of the principal/eglac and hence the school.

Assistants in this system (the RCL, prefects, ahagsitors) are recognised as the educator's proxy
to continue with observation after the assemblgisess over.

179



Now once you sign that, you are indicating that yave been warned and counselled
Monitors and RCL members, do you’ll know what iguieed of you. The educators may
add a few other things that | have spoken abouniay have missed out hdgincipal at
assembly).

The absence of walls at the assembly invites obtierv from all sides as sound travels. The
assembly announcements through the public addysssns are heard by the nearby community.
In the classrooms, learners are ‘visible’ to othergen though walls are present because a lot of
noise made in a classroom is generally an indicatopoor discipline in the classroom. All
interested are part of the regime of surveillaheatners from other grades passing by, the school
cleaners, senior management making their roundth Méi capacity to ‘close the door’, educators,
management and the learners are open to constanumscheduled observation. The open

assembly area invokes the eyes of multiple witreesse

With the introduction of OBE, there are new forniphysical arrangement of spaces within the
classroom to permit group work. At Primrose Secoydlas is evident in some classrooms but the
majority of classrooms have maintained a spacesdtlaws for hierarchical observation of learners
to ensure tighter disciplinary measures.

9.2.2 The staffroom, boardroom and office and receptioreas as spatial points of power

The construction of the staff room space refle@sous technologies of power and also shows
discourses of normalisation and surveillance. Thiseflected in the seating arrangements and
design of these spaces. These diagrams are inctad#dstrate the layout of these areas during

meetings and how the design of the physical araaitgesurveillance.

9.2.2.1 Physical space and practices

The design and layout of the physical space becarste for the play of power relations. The
layout of spaces in these areas is more than agahygpace but an institutional and social space
where hegemonic practices are reinforced. Staftiaot is regulated by time (prompt attendance,

prayer) and space (designated positioning of iddizis in the staff meeting, with male staff
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seated separately from female staff and the pralcipputy principal occupying the central
position- see figure vii below). In the staffroothe SMT members sit together, male staff sit

together, separate from the female staff.

Chalkboar:i

Female Male Staff
Staff

Principal/ Deputy
Principa

Kitchen Area
Door

Figure (vi) Set up of the staffroom for staff megsi

A general acceptance is that the appropriate canduachieved through rhetoric of ‘good’ or
‘acceptable’ conduct in meetings. A disciplinarggaontrols the meeting. Generally there is no
talking out of turn. The chair (principal) contrats2 meeting with cautionary comments likéah

we call the meeting to order please. Staff let's @did on it please”.The disciplinary gaze
extends further to record which staff member ledliesneeting:

Mr Dookia has got an emergency. Record that heasihg the meeting.

The fact that this leave-taking during a meetingesorded in the minutes of the meeting shows
that the surveillance is intended to deter othefif stembers from leaving. Whilst a range of South
African policies have a definite presence in thieost (South African Schools Act, 84 of 1996;
Labour Relations Act of 1995; South African Counail Educators Code of Conduct of 1996,
etc.), the disciplinary gaze erodes the formalrtibe of choice, equality and freedom by creating

spaces like the Panopticon where the individualoisstantly monitored. Legislation introduced
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since 1994, intended to protect educators, becauiagerted at school level due to techniques of
power like surveillance and normalisation. Schaalse to resemble prisons, all of which have a
common interest in shaping the subject (in thisec® educators or the learners). These

regulatory apparatuses work through normalisation.

On the other hand, the principal as the manag#reoinstitution may feel powerless in the face of
the forces of economy, of legislation or of theams. Educator strike action over wage dispute is
a case in point, indicating that power relations ambedded in wider societal structures. While
rules and regulations were created to control eyeas, they also give considerable power to the
employees: for instance ‘work to rule’ — when waskenly do what is required by regulation, for

example the ‘go slow’ method, used by South Afrieanrkers as an alternative to going on strike,
which allows employees to disrupt organisationdivaes without breaking any rules. Foucault

made a clear distinction between “relations of pdvaed “states of domination” (Deacon, 2003,

p. 168-177). The former, consisting of actions wmoeodify the actions of others, assume, depend
on and make possible "a whole field of responseactions, results, and possible inventions"
(Foucault, 1982,p. 220); the latter are "firmly aet congealed”; they occur when an individual
or group 'blocks a field of relations of power'eriders them impassive and invariable” and

prevents "all reversibility of movement" (Foucaul987, p. 114).

The office reception area, in its design also peyithie gaze to be present when the staff enter the
area to sign the morning register. The signing aea full view of the principal. With his ‘open
door’ policy, the door is literally and figuratixebpen allowing the disciplinary gaze to proliferat
this space.
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Other surveillance assistants are present in {he€es the school administrative personnel are
seated in a glass enclosure in the reception argehitor the staff, learners and visitors entering
the area. During an SMT meeting, the principal éstally seated with SMT members around
him, allowing the principal full view of all SMT nmebers. The principal at the centre of power

takes a central position in chairing the meeting.

Principal & Staff
Reps

SGB
Chair SGB members

Learner Reps

Door

Figure (viii) Set up of the boardroom for SGB miegsi

A physical arrangement similar to the principalfBoe during an SMT meeting is present during
an SGB meeting. The Chair of the SGB is the cesftpower and he has full view of all members

and the manner in which they interact.

9.2.2.2 Documentation

In the excerpt below, captured at a staff meetstaff members, like learners, are individuated by
almost endless schemes of documentation: attendagisters, leave taking, performance review,
references, etc. The staff meeting becomes thevkigge this documentation and the reasons for
keeping them gain prominence. It becomes a siteravteviant or off- the- course conduct is
pronounced, exemplified and reprimanded.

| am saying that members of this school can begdthifor misconduct. To give you an
example, if you come late to school | am expeatechlculate how much of that seven
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hours you came late for. The files are already opes a cumulative, | am not going to
ask you. You have signed that you came late. l@npelled to write to the leave section
and say deduct from the capped leave. If that reedieduct from the pensionable service
if it reaches that stage on a three year cyclemliaviting you all to peruse the document.
Pushpa[senior clerk]is going to make copies per department and wegaieg to invite
Mr Reddy to come here. Is that fine? (principastatff meeting).
Pushpa, the senior clerk, is used as the prinsigabxy in ensuring that documentation is kept
and validated. While practices are more subtle tise used on learners, documentation on
educators was used to regulate behaviour and ceedteile subject that knows the rules and
consequences of not following them. Higher autiesjtsuch as the DoE officials (Mr Reddy-
from the leave section), can be beckoned to rezefdéhe message - and the message is one of
misconduct. Coached in management discoursesséf, ‘tlaw’ and ‘accountability’, the educator
is led to believe that this is the right thing to.dn Littler and Salaman’s (1982 cited in Ball
1988,p.25) words:

The establishment of management as a separateiciunowith unique expertise and
responsibilities, and with major and critical claino authority...upon which the efficiency
of the whole enterprise depends...is a crucial festp to have control over the
workforce...because once this conception of managemesbeen accepted by workers,
they have in effect abdicated from any questioroofiesistance to, many aspects of their
domination.

Foucault (1977,p.156) sees this as a form of managein which power

...Is not totally entrusted to someone who would eiser it alone, over others, in an
absolute fashion; rather, this machine is one inclwleveryone is caught, those who
exercise power as well as those who are subjectiéd t

The principal as a representative of the ‘employ®ialso under close scrutiny by DoE officials
from the districts and province, SGB members, tbmrounity, and even from educators and

learners.

9.2.2.3 Hierarchical observation

The layout and seating of the staffroom and thedoaom (see figures vii, viii and ix) resembles
the Panopticon in structure. The chairperson oftleeting is able to stand on a central stage and

conduct the meeting from a position of power. Theffoom and the administrative area are
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physically located in a separate block nearest#ingoark leading to the school gates.This block is
at a high level overlooking the assembly area &edrést of the school. Most schools in South
Africa have been designed in a similar way. Theigtepermits a frontage of business-like
efficiency that is separated from the ‘noisinesd aressiness’ of where learners would be present
for the majority of the school day. It also permatsneasure of pristine silence and busy-ness for
those in occupancy at times other than recess.atnanistrative block where the principal’s
office is located is also situated ideally to keepatchful eye on the whole organisation: car park,

security gate, staffroom and classrooms.

Educators occupy open spaces in the staffroom.absence of demarcated, closed spaces opens
observations from all sides for actions and commation. The space also exposes an individual’s
actions and communication to multiple withnessesav@osation takes places in softer tones and
undertones so as not to be overheard and disrupiiive structure also permits observation of
conformance or non-conformance to the SACE codeoofluct as any forms of misconduct are
observed, recorded and articulated. In the extbetdbw, the principal’s gaze extends to the
classrooms even though visibility is not direche gaze is one of getting information from other
educators and SMT members:

Reports have come from parents, reports have coam thildren and this is serious
stuff... There is an educator in this school; | hasked one or two people in this school to
do some pastoral care. | am saying it upfront. Yao@ not allowed to ask any child to
massage you in the class. Now | am saying to ylbof as from time to time, you might
have a backache, neck ache, spondolosis and sbam.saying to you very openly and
clearly you must not allow any child to touch ybet alone if you take the child to the
HOD’s office and say massage my neck or pressihdtee back you know something got
caught. Please | am saying it with all humility asefiousness at the same time. | cannot
defend you. | don’'t want to give you names. | cardefend yougrincipal at a staff
meeting).

The gaze extends from parents and learners whatrepthe principal. Parents are the eyes and
ears of the principal. Exerting power is not simglyform of action, but a form of social
interaction that has to be more or less negotiatsch time. Hierarchical observation permits
constant surveillance and self-surveillance ondhe hand but it also leads to the productive
exercise of power. The staffroom is a space wheateld debate on critical issues takes place and
it can be an open space for dialogue and discuskidhis section, the design and arrangement of
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physical spaces has reinforced techniques of p@veemalisation and surveillance). The physical

space has become a space for the practice olimstial power relations as well.

9.3 Conclusion

The act of all disciplinary measures either througpace, documentation or hierarchical
observation places the individual in a matrix ofweo. The educator is positioned as guard over
learners and at the same time is subjected to wdismm by the principal, learners, and
community. While it is relatively easy to identiSurface manifestations of power, the deep
structures of power are more elusive. In a sitmatdhere there are many sources of power,
relations are in a state of dynamic balance: thveepmf each person may be counter-balanced by

the power of other individuals or structures.

This chapter shows that central to a Foucauldiaow@ of power are a range of procedures,
practices and power which manipulate space andupeo@nd circulate knowledge, and in so

doing regulate the contexts of individual and atiliee subjects (be the learners or the staff).The
difference between schools, however, lies in tlediferation of discourses and the extent to which
learners and educators themselves are engageeéryday practices that invoke those discourses.
An ethical awareness of the effects of power arddibabling effects of pathologising discourses
are crucial in the proliferation of positive diseses. In Chapter 10 | will explore in more detall

the concepts of ethics and power.
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Chapter 10

Ethics and power

| see nothing wrong in the practice of a person wkimowing more than others in a
specific game of truth, tells those others whatdm teaches them, and transmits
knowledge and techniques to them. The problemdh practices where power - which is
not in itself a bad thing - must inevitably com®iplay is knowing how to avoid the kind
of domination effects where a kid is subjectedhéoarbitrary and unnecessary authority of
a teacher, or a student put under the thumb of @fgasor who abuses his authority. |
believe this problem must be framed in terms oésuf law, rational techniques of
government and ethos, practices of the self arficcetiom(Foucault, 2000, p, 298—-299).

10.1 Introduction

The point Foucault makes above is that leadersighmt abuse their power and authority, but
should be guided by legislation, correct procedaed ethics which act as parameters for their
action. In doing so, power would not be regarded dsad thing’- leaders can lead without undue
domination. The exercise of power pervades all @spef schooling and education. The principal
can wield great power by virtue of his position.li¥&based ethical decisions are made by the
principal on a daily basis. In this chapter | hax@lored ethics and power and the ways in which
value-based decisions are made. The theoreticatromn of ethics and power that had been
explored more fully in Chapter 4 will be used tanhinate the data and provide insights into how
ethics shape interactions, and in turn is shapenhteyactive behaviour. There are many ethical
decisions and dilemmas facing the school and thsopeel within. Dempster (2001,p.12) has
reported that “difficult decisions have always bdbe companions of school principals and
teachers, but there is growing evidence that thepbexity around norms and values has become a
major concern for today’s principals. This suggelstt the character of normative complexity in
today’s schools may result, not from the traditidieatures of schooling, but from more recently
introduced ones” (multi-racialism, multi-lingualisnecurriculum reform, insufficient teacher
training, poor literacy and numeracy skills) whichthe South African schools could imply the
dysfunctionality of schools, poor achievement ariers, problems with governance of schools,

etc.
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Dempster and Mahony (1998), in their study of tkpeetations of school principals in the UK,

found that many ethical issues arose. These indliskies around selection and admission of
students, staff rationalisation, generating sctieet and sponsorships, staff poaching, and direct
competition with other schools. In South Africarmscls some of these ethical issues are present
and are more pressing than others (staff raticatadis, generating school fees- see Chapters 7 and
8). This chapter focuses on five incidents (dresfecexamination, sexual harassment, admission
and cleanliness) involving ethics. It is not myemion here to generalise that these are priority
ethical issues in South African schools, but ratileeuse them to illustrate some of the ethical

issues and forces at play.

These incidents are developed for the discussioougin an all-encompassing framework that
analyses ethical actions through five domains eéxpthin Chapter 4: the ethics of justice; the
ethic of critique; the ethic of care; the ethic mbfession; and the ethic of community. This
chapter also highlights how the exercise of powdtuénces the ethical decision-making
processes. Foucault (2000) cautions how the desisegarding ethics should proceed:

I do not think that a society can exist without powelations, if by that one means the
strategies by which individuals try to direct andntol the conduct of others. The

problem, then, is not to try to dissolve them ir thtopia of completely transparent

transaction but to acquire the rules of law, thenaggment techniques, and also the
morality, theethos the practice of the self that will allow us t@aplthese games of power

with as little domination as possible (FoucaultD@0p. 298).

Maxcy, Sungtong and Nguyen (2010, p.18) commertt wWeashould not “moralize about ways
they should or should not respond, which practaresor are not appropriate, which rationales are
more or less reasonable. We are interested in wltain practices are deemed appropriate and
how we might understand this”. This chapter seekexiplore why certain ethical practices are
appropriate and understand these practices.Wilfl08( p. 8) advances the concept of
‘phronesis’ which is relevant in this chapter:

In the context of Aristotelian ethics, the key ligetual virtue in coming to a decision is
that of practical wisdom (phronesis) (Noel, 199 ronesis as a rational faculty addresses
complex problems through a process of logical neiagpand deliberation. It requires three
intellectual qualities or virtues (Swanton and Rwloin, 2000, p. 52): The first iscéear
focus— ‘mapping’ the problem by articulating the teng@nd conflicting demands which
constitute the horns of a moral dilemma. The sedsriblat ofcritique — a willingness to
ask fundamental (often uncomfortable) questionsualmurrent internal organisational
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practice, and about external demands, expectatiadsthe regulatory framework itself.
The third related virtue is that afction assessmeiirough the application of rational
standards for appraisal and reflection on actiorthé event of a successful outcome, such
reflection provides moral vindication. In the eveftan unsatisfactory outcome, it requires
the moral agent to ask the questions ‘why?’ andv'imight things be done better in the
future?’

Each of the five ethical incidents below will bealysed for the three key intellectual virtues

stated in the extract. The majority of ethical desits encountered at the school were interactions

with the principal, indicating that the principabnrayed himself as the key moral and ethical

agent of the school.

10.2. Ethical incidents

10.2.1 Dress code incident

In this section, | explore an incident of dressead an educator and argue that a number of

dimensions of ethics are at play in any ethicaidect. In the incident below, the dress of a new

educator is brought into discussion during two s&fgainteractions between the principal (P) and

the deputy principal (DP); and between Mrs N... (H@IDY the researcher:

DP: You know | spoke to you about the dress issutor®ave could approach her a
teacher already spoke to her but she had spokdretaas a friend. Mrs N... was quite
upset with her. She told her that you asked medbl @#old her so | came in and asked.

P: But who discussed it with the person?

DP: She formed her own observations. She told mesaWweher stuff something into her
pants which was too tight and said as a friend Italting you as one of the minutes of the
staff meeting that jeans are not allowed.

P: There are teachers who teach specific subjekeslife Orientation where that attire is
allowed.

DP: No. Mrs N... had explained this to the teacher. gh& had already got the message.
The situation has been resolved. It does not caoma fmnanagement because we didn’t
discuss it at management, but Mrs N..said the wablerself realised that our learners
are more sexually inclined than in the school slne from because there it was
acceptable that form of dress.

P: It is not about sexually inclined. It is more albomaking an observation. When
something is exposed you look at that and you doak at the lesson, but in any school
there is a lot of teenage boys with a whole of lmrah imbalances and | mean it's there.
You have a craving and here is somebody with ailpbgsof satisfying that craving. So
we as leaders we have to in a diplomatic manneyudss it was diplomatic. It wasn't
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somebody being scolded or chastised in any waya$t more a counselling or pastoral
care session. | am fine with that. There is a tvay wrocess. The person is responding
positively to this intervention. They must underdtahat we like fashion but it must be
conservative in that we are in school. Weekendcgouwear what you want. | mean if you
are writing on the board and your panty is showorgf you are sitting and marking and
two of your knockefd are showing. | mean it's not riglprincipal’s office)

Mrs N...: | was called by the DP. She informed me that theae a discussion held from
phone calls and complaints of parents about thesglref teacher. | was then asked as
HOD to please call the teacher and address heremndness code and advise her on what
iS more appropriate attire seeing that we come fr@roonservative community and we
have learners that are peeved. There are statemegitey made that the learners are
distracted during the lesson and the attire is utadle especially when the teacher is
writing on the board. Being a first time HOD andvirey been entrusted with this
responsibility for the first time | did express tHaneeded to give it some consideration
because | felt that this was a sensitive mattert Bwwing that this was one of my
responsibilities | proceeded to have a discussigh e educator concerned who took it
in a very good spirit. The only problem was thag thatter was discussed in an informal
manner before so that the educator was alreadytedeto the problem, but nevertheless a
good spirit prevailed and she took it in the rigipirit.

Researcher Who handled the matter prior to this?

Mrs N...: | am not sure, | don’t think anybody had priortt@at. As | said there was an
informal discussion with the lady concerned and esome else about the matter but that
was not through the channels of the office. Thetendtas been resolved amicably. The
ma’am has expressed that she had already becomeaivthe dress code of the school.
Researcher Is she a new educator?

Mrs N...: Yes she is a new educator at the school. Shendidate that at the previous
school she attended there didn’t seem to be a probbith her attire. She assumed that it
will be in order here. She came from a secondahpsktin Chatsworth. | did report back
to the DP that everything had been handled in asoeable mannerMrs N's...
classroom).

Although this incident is about the appropriatenafsdress of an educator, it does bring into play

a number of other ethical issues. In this incideatsee the interplay between the ethics of justice,

profession and community. Questions are raisedhleyprincipal about how this matter was

addressed and whether correct procedures werel\clodlewed (ethics of justice). The correct

official channel was not adhered to and this hasdounderstood in a context of why certain

practices are deemed appropriate. In this cas@riheipal deems it more appropriate for a female

SMT member to have this conversation with the ettuwosoncerned. On one level this could be

viewed as the responsibility of the principal and another level the principal has positioned

?’Slang for breasts.
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himself in a matriarchal discourse where it woudddeemed more appropriate for a female SMT
member to address the issue. Therefore, how oneesgls ethical issues is strongly linked to
positioning of individuals in various discoursedefe is a matriarchal view by the community
(ethics of community). The ethics of justice wadhier compromised by another member of staff
alerting the female educator before the HOD hadepdo her. The school has a certain ethos and
to maintain that ethos communal responses are dotacome from a conservative commuynity
Hence the values of the community are reflectetiénconduct of the learners and educators in the
school. In this case it is the appropriate attifetr® educators, in this incident, the female
educator. This incident highlights that leaders T3Mometimes need to make decisions based on
values and ethics- the question is whose values®s@talues should take precedence- the leaders
or the community values? In this incident, the ealof the community take precedence over the
values of the educator. Centres of power decideselvalues take precedence. In this incident,
the principal is the centre of power and he decithed the values of the community take

precedence.

The school maintains a professional dress codécgett profession) and this incident highlights
the fact that new educators are not inducted imeoethos or the dress code of the school. When
situations do arise, the ability of managementdadte this in a manner that is ethically fair is
compromised by the dynamics of interaction thatsgoe between the different individuals (and
levels of management) involved in the incident.tB&the professionalization of management is
the induction of new staff to processes and proesdurhis incident highlights that it needs to
extend further than the technical aspects: an tnoluinto the ethos and culture of the school is

also called for, as it is often not made explicit.

The concern for authentic learning in an environnavoid of sexual enticement is also raised by
the principal. High academic achievement as a fgwahe school has been stated previously. Any
distractions, such as sexual enticement, are imatedgiaddressed. It calls for the principal to be
highly ‘present’ to factors that impact on teachangl learning. An element of care is intended
and brought into discussion on the possible appraacthe incident above but circumstances
overtook the formal action and the end result tdrroeit differently. How responsive are

individuals to ethical judgments made about them?this case, the manner in which the
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respondent acts reveal that in the main, new ongaducators conform to norms set rather than
resist these. The female educator accepted thatvabket fault by not being aware of the dress
code of the school. The school’'s norms are consttlas cast in stone and accepted as is and not
seen as a site for the production of alternateodises, for example, the right to dress within the
norms of the profession. This perpetuates the laticom of dominant, hegemonic discourses

around sexuality and behaviour.

In coming to a decision to approach a female HODBisouss the issue of dress with the educator,
the principal showed clarity of focus through hiesncern for authentic learning and an
environment devoid of sexual enticement. He hagjaed the current dress code of the educator
based on community values that are aligned toikis in this incident. He felt morally vindicated
by the action taken as the educator had not ressteconformed to the ethos of the school and

community.

10.2.2 Examination incident

Schools are under increasing pressure to perfoariofance is generally measured by learner
academic achievement. School leaders may faceaéthilemmas when aggressively pursuing the
goal to enhance the performance of the organisatidhe expense of the best interest of learners
and educators. Sometimes, educators may unknownegjgtively affect the ethos of teaching and
learning. The incident below, taken from the diantries of two SMT members highlights this
dilemma. The issue was that some Thedidgxamination papers (Paper 1 and Paper 2) were
bundled in incorrect folders. Some learners reckiMeeology Paper 2 instead of Paper 1.

Diary entry of SMT member C (female): When | arrived at school, the papers to be
distributed were on the secretaries’ table and G8&6 busy placing some sets in the
pigeon hole. He told me that the Theology paperd fadlen because they were not
bundled and | must just check them. | could nottlds because a parent who is an
educator made an appointment to see me prompth3ftam to discuss grade 9 course
selection of her child. She wanted to be back Abakcby 8am. M confirmed that the

scripts were indeed bundled with a string. The pspeere handed to invigilators who

realised that some sets had the wrong papers. loalsd from room 9 by VN because this
needed to be sorted out. PM told me to check tpermset for the grade 11. The educator

%The name of the subject has been changed to acstigé is not offered at the school so as to jptdtee
anonymity of the educators.
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concerned had the rest of Paper 1 question papethe Paper 2 jackets. | took all the
papers to the back and with the help of RS and &iffied the problem. PP had not
arrived at school by this time and VN was in thiecefmonitoring the situation. The other
paper- Standard Grade Paper 1 had only one mix hjghvl ascribe to the papers having
been dropped in the morning. This was indeed arettipg and disconcerting event in
view of all the preparation that goes into settimgpderating etc. The principal acted
swiftly to save the situation, however- all part{@seducators, nine learners and myself)
had to write reports to be handed to the principadffice on this matter. Subsequently a
letter was sent to all educators and HODs requestivat all papers and bundling be re-
checked and accordingly signed for and handed toF® I, VN and PM discussed the
initial matter. PP and | gave totally different w&wns on our discussions and how the
error on the exam time table was addressed. Theatduconcerned was instructed to
reset grade 11 Paper 2 since some learners may hasea brief glance at it. Spoke to
RD- counselled him on the matter. Offered pastoeak, not a reprimand. Based on his
written admission that he was under pressure and temuested his wife’s assistance-
error in bundling resulted. Given the context ahelc cut guidelines on exam dates given
to educators on 18-10-06, he is obviously findirgjfficult to cope. The expectations from
all educators are the same. This was gross negtgiempset learners, annoyed educators-
bad start to exams. Principal did not report matter the department- however the
Department phoned the school. Someone had reptiréechatter. Full report to be sent to
the Department. Disturbed that the educator trieday the blame on others. Picked on
petty, insignificant issues instead of the serimadter at hand. Finally educator reiterated
apology and refused offers to call Employee AsstdaProgramme (EAP). Gave
assurance that he will better reorganise himselfuture in view of circulars and dates
given timeously. At 9am, the principal and VN inded me that the matter was reported
by someone to the Department who are requestindl aeport. Paper that was reset by
RD was run out and bundled on 2-11-06 without nmeengethe corrected master copies.
This morning, when | checked the jacketed scriptsticed that changes were hand made
and did not present well. Spoke to PP to get sodwca. We called RD. He initially did
not see our point but agreed, made the changesednan the copies. However, he once
again did not show me the correct masters. Althowghoffered to assist, he acquired
assistance from other colleagues. Spoke to hinpeat. Spoke to SBC about moderation of
grade 11 Paper 2 set by RD. Drew her attentionhi érrors. She requested moderated
paper be shown to me by RD. Both of us statedahe¢ we recommended changes the
corrected master was not shown to us before beingut and bundled.

The same incident was also recorded in the diairty @ SMT member D.

Diary entry of SMT member D (male): When the Theology papers were distributed it
was found that some papers were Paper 1 whilstrethexeived Paper 2. This had the
following impact: delayed the exams; pressurisedNI@® (management committee) and
other educators; increased invigilation time; credtanxiety amongst learners; aroused
suspicion among MANCO about foul play. A rare ocence for Primrose Secondary.An
embarrassing one. Necessitated every educator paarre-check bundled scripts and
signing of documents to that effect. Human erroos agcur and the provincial and
national departments do make mistakes at times.chlameeting- problems experienced
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with internal exams- mix up of the Theology papattegedly the department is aware.
Principal to submit report. My own view is that tissue is being overplayed. Will it have
got that much attention if another educator waolned?

The first version of the incident highlights théietof care ¢ounselled him on the matter. Offered
pastoral care, not a reprimand)nd justice Given the context and clear cut guidelines on exam
dates given to educators on 18-10-06, he is oblydusling it difficult to cope. The expectations
from all educators are the sama¥ perceived by SMT member C (female) whilst teeoad
version of the incident as perceived by SMT memBer(male) highlights the ethic of
critique@roused suspicion among MANCO about foul play, ee raccurrence for Primrose
Secondary, an embarrassing on€&he incident also highlights how an internallpgedural issue
handled in a particular way can involve a rangstakeholders. In the incident above, we see how
these pressures impact on educators’ organisatreaigements for assessment.

Two different SMT members relay their versions Iz incident. In the first version, an ethic of
profession prevails in the inter-play of the etbfqustice, care and critique. The best intere$ts o
the school and the learners are placed at theecaftthe debatecfeated anxiety amongst
learners; this was gross negligence, upset learnarsioyed educators- bad start to exams)
Concerns about what is best for the reputatiorhefschool and for the learners take precedence.
The sincerity displayed by SMT member C, aroundetiiecs of care was questioned by educator
RD as he did not require assistance. Similar toptleeious incident on dress code, the educator
became the object of the discourse of care anpcbéame for his mistakes. The educator had to
also write a statement acknowledging responsibilityis is an example of how the school built
knowledge about educators using documentation Céster 9). Another point to note here is
that SMT member C is a new HOD in the school ardpgrson acting in the position previous to
the appointment was educator RD (who had also eghdbr the position. At face value this
appears as an issue of ethics with different dimo@ssof ethics at play. Given the historic context
of the appointment of SMT member C, educator RD lcbme demotivated and indifferent to
the processes at school. This raises another kibgge as teaching and learning (in this case
assessment) becomes compromised because the ldadersde no attempts to manage the

unsuccessful candidate’s expectations during ated e promotion process.
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The second version of the incident articulated gy 8MT member D, questions the decision-
making process and draws attention to how certagupgs of individuals are privileged by
decisions takenMy own view is that the issue is being overplay#fdl it have got that much
attention if another educator was involved®)strong ethic of critique is articulated hereldhis
could be the result of many incidents of perceibded decision- making by the principal of the
school. The extract also highlights what Tong (188&d in De Vore and Martin, 2009, p. 4) has
determined: “people who adopt a feminine approactthics are generally interested in exploring
the ethical implications of allegedly feminine cepts such as care and connectedness and
contrasting them with the ethical implications 8égedly masculine concepts such as justice and
autonomy”. This is evident from the two versionglté same incident- one by a female SMT and
the other by a male SMT.

Given the centrality of assessment in the currituland its relative importance to learners and
parents, any irregularity in assessment gainsilitgiby key stakeholders. Parents generally take
their complaints directly to education districtedt represent the provincial DoE) or the SGB.
Operational issues are to be addressed by the Isofewmgement rather than the SGB. In rare
cases where the school is acknowledged for good,wwarents would approach the school or the
SGB directly. In this incident, the fact that thatter has been escalated to the DoE could have
been used by management to get educators to caonféote how SMT member D questions

whether the complaint did in fact reach the Dalegedly the Department is aware).

The incident also highlights the animosity of mensbef management towards each other. This
stems from the perceived professional injusticed they see and experience. The Theology
educator has applied and been transferred to &lm@iging school. This is a common practice in
South African schools as a way to escape the owmhg issues experienced by individual

educators in the areas of teaching and managenigoidvthe SMT managing the process.

In analysing the role played by the principal adoog to Wilson’s (2008) three intellectual
virtues, the principal had acted upon this incidesm$ed on what he has heard from a number of
sources and his own views on the Theology educhlisraction of requesting a report is ethical
justice. He expected the HOD in charge to critiqbe current practice and indicate where

practices are failing. In his view, he acted mgrély requesting a report and a setting of a new
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paper. However, the manner in which this was dbgendicating that there is a complaint from
the Department- sees critigue by SMT member Dy dal integrity into question.

10.2.3 Sexual harassment incident

The incident below indicates a case of sexual sarast of an educator that had to be addressed
by the principal. The conversation is between ttirgcjpal, two senior management members and
the researcher.

Principal: Close the door. | need to speak about somethingot a complaint of
harassment. | want to talk about the matter thercaresee how sensitive it is. | don’t want
to declare it sensitive. It remains in this offiaad that's it. There is a teacher being
harassed by a cleaner.

SMT member B: By a cleaner?

Principal : Yes that is what | am saying. | wanted to cagSigemebody yesterday. But |
said let me do it in a ...... | am telling you this raattioesn’t leave this office. In fact
somebody had handled it at a lower level by sagiogt let the principal come to know of
it because he is likely to fire him, I fired teachén the past. Not for harassment. You
know the story. We fired two people. One for lyabgut a medical degree and the other
one for harassing a pupil. The parent came herevaéeted to shoot that fellow.

SMT member C: Besides the teacher there is somebody else?

Principal: Let's take this again. There is a teacher, femal® is being harassed by a
general assistant. It's an unwanted gesture thet'shharassment. | don’t have to have
sex with you, | don’t have to touch you but if htouously ask you awkward questions. |
verified that. | left here late yesterday. It wassansitive matter | didn’t want to be
disturbed. | am seeing the people this mornings Tgarticular male goes there on a
pretext; | have sent other people there to chechtvid happening. In fact there is no
concrete left in that place. It's a cleaned up area’s been cleaning in front of this lady’s
class. We have to get rid of him. So | am sayingetdo listen to the other side. Nobody
is going to make this up. We listened to the I#dyou know the lady now, you will know
the difference. This guy has been asking someiguosst.isten. | also asked the lady a fair
guestion: Did you do anything to encourage this@ {pou ignore the person so much that
he felt encouraged? Culture doesn’t mean race. Smoele are acculturalised into doing
these things. | mean, for a man, if | liked a worhdid certain things for her pheromones
to be excited. If she accepted the idea that is. fikhatever it is, whether it is a gift or
perfume or music it is fine. You gesture, you sngirknace you do all that. But this person
is skrik®’. Yesterday the person was alone in the blockappkened on Thursday, Friday
while the ..... was going on this guy says “hello, thbhappening? When are you getting
married?” With sexual connotations.

SMT member B: | think | know who. [Chuckles]

#glang for assault.

%Not entirely the case. These teachers were SGBirteps who were fired by the SGB. The principal
recommended the firing of these two teachers. Texasbmployed by the state are fired by the DoE.
31Slang for scared.
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Principal: If it happened to my daughter | will.....that's howul® | was. You know R...,
R... the Indian guy. He wants to press that alinfysking her to have sex. Your ex-pupil.
Are you married? Are you looking for a good boyAhen he is hovering around her.
Sweeping full time saying “hello ma’am. Any trouBIéle carries on like that. You know,
out of order. She won't tell him off. Like one taumntie$* they will tell him where to get
off and bring one two odsfrom the outside to flattéhhim. She is doing it the proper
way. She reported this matter to one of the HOD® thie HOD tells her if the principal
hears about this thing he is going to catch it.dam it's not right. Yes, yes. It's not right.
Yesterday this ou goes and tells the caretakers thiz aunty is going and lying
everywhere so | got the information again. We ao¢ saying that because you are a
cleaner you mustn't talk to a teacher. But we aagirsy you must have a professional
relationship. | can’t ask you about your sexuas.liff you answer that means you gave me
permission. She said nothing of that sort. So nem Isitting with the problem. You know
me | don't like keeping records of this thing. lieee that this person acted in my interest
and in the interest of the teacher. To keep theheas interest metaphorically intact in
mind body etc. | mean this lady was in tears. Ymawmkit's not right. It's absolutely not
right. But then, | am the custodian of the job. Be's got a manager. He’s got a boss. So |
am not going to investigate the matter. His bosstrmyvestigate the matter. | will ask my
teacher. He must ask his employee. | can’t ask filmen it becomes a criminal case. We
can open a criminal case. It's unrequited. Unfodtely for him, | did my Masters in
sexual harassment.

Researcher What was your topic?

Principal: Sexual harassment in the Teaching Profession.tdi&sn Administration. |
went to a workshop once. They didn’t know | wasethEhey quoted my work.

The issue is complicated by both individuals (etimcaand cleaner) reporting to different

employers and each having its own disciplinary psses. The caretaker is employed by a

contracting agent. This incident reflects the la€lsocial and legislative capital around the roles

and responsibilities of school leadership whenisesvare offered through contractors.

It also questions what exactly ethical leadershipn the part of the SMT, and the role of the head

of the institution in fostering ethical leadershiffere correct and fair processes followed (ethics

of justice)? The principal positions himself as expert in the area of sexual harassment. By

discussing this incident with his SMT, the prindifpaghlights the issue but does not request

assistance in addressing it. He has concludedtthatot his place to act given that he is not the

employer of the alleged culprit. He has used thygslative processes of disciplinary action to

32 Slang for angry.

%3This phrase refers to an intention to have sex thighfemale educator.
¥3lang referring to female.

%3lang referring to males or gangsters.

%3lang for assault.
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declare his intention of not acting by institutiagdisciplinary process. The personality of the
principal discussed in earlier Chapters (6 and@wshin this incident. The principal declares
himself an authority on the subject of sexual hemant but chooses not to act. His assertions also
indicated the leadership style he would like tojgebto the public: a strong leader who would
take extreme measures to protect his staff froormgm@onduct. Yet, in this case, he does nothing

procedurally to address the situation.

A week after this conversation the caretaker wassferred to another institution. The principal
did in fact act, by communicating with the contmactemployer of alleged culprit). This

information was not communicated to the SMT or tegearcher. The two senior management
members present have deemed the action and awthafrithe principal appropriate. Their

involvement in the process was to be kept inforntéalve the rights and dignity of individuals

involved been compromised? What is the principadle as the custodian of the school in an
incident such as the above? What are the necegsacgdural aspects that the principal is
obligated to follow? The principal felt morally ditated as he was not responsible for instituting
any processes against the alleged culprit who issne@mployee of the DoE. The incident draws
attention to the current internal practices, whemntractors are brought into the school
environment, but are not expected to abide by tiue ©f conduct governing the educators and
learners and the disciplinary procedures attacbetidse codes. A possible explanation for the
principal’s response is the complexity of havingaddress this issue through the disciplinary
processes of external service providers (cleaniognpany). Facilitating the transfer of the

caretaker to another institution was his prefeoption.

Beck and Murphy (1997) and Furman (2003) proposeoastep process to conceptualise ethical
leadership. Firstly, ethical principles must becarfendamental part of the decision making on a
day- to- day basis so that decisions made area#ithgound. Secondly, ethics should be embraced
as an essential element of the character and @ityoof leaders. The points made by Beck and
Murphy (1997) and Furman (2003) imply that the g@ipal and his senior management are the
primary moral agents with an imperative to actelty in this situation. Inaction on the part of

the principal indicates that he has distanced Hinfsem the ethics of the situation. This

distancing from sensitive issues is common in jrastwhere the outcome of any disciplinary
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hearing places the leadership under scrutiny. Alghothe incident does not indicate the decision
taken and the actions meted out, it does draw taiterio how fraught processes involving

morality can become.

10.2.4 Admission incident

In the incident below, an ethical dilemma regardadgnission arises in the school.

Principal: What happened yesterday was in the morning. | prasented with a letter
from a parent. | thought it was his own letter. gfgve me a letter from a political party.
The councillor[politician and writer of the letteihdicated that there was accommodation
in a school. He is not even part of our war8efretary walks in and conversation engues
So coming back to this thing now he said the lettet it was from a political party, ward
48, not even ward 6@vhere the school is locatedlhe politician alleges ....he is saying
there is some space in our school, what are wegfolrtried to explain to this guy. One,
there is a waiting list in our school for admissjerumber two, you voluntarily took your
ward away from the school there was no disciplinBearing or anything of this sort no
offences nothing... you just came here... you tooklhié away... you say you live in
Oaklands.... from Oaklands flats you wanted to gblé@adow Park Secondary. We didn’t
ask any reason... you just went... now you come bablk &chool wanting the same space
back. Now | had to explain to him that we have ating list. When you come to this
school you get an admission number- that admissionber is taken from you. That's it
because you have left the school. Now the persomunsber 1- just say there are five
people on the waiting list for that particular cae- that person number takes over
because you now become a new case. Wow man leejusbn- he refused to understand.
Of course | had to tell him go and ask your pdditiparty to help you now and talk to the
minister and do what you want with it.

There is a problem with accommodating the childthe computer class. We cannot
accommodate this child. It's not a question of wa'tllike the child. We don’t even know
the child. But at the moment Java the program is16n There are three pupils per
computer. Now there are 30 pupils. The personirsgubby groups to get to the school.
Researcher Which person Mr M...?

Principal: He is a parent. A parent is using lobby groupsnirthe outside for example
they know a DP from another school, they are usimg of the governing body members to
come through

Researcher Is the parent a governing body member as well?

Principal: The parent of the child is from Newcastle. Wetalking about them coming to
Tongaat. And obviously there are emotions attadbeitl because of certain issues in the
family, background and so on, but | do know we reagehool called Greenfield High, we
have another school called Southall Secondary adous but they insist on being in this
school here. It's quite an honour to know that. tBe other hand, Mr Karikan, you know
the new principal’s dispensation: the more pugile principal has in the school his salary
is based on that so straight away | am telling yow | didn’t base my decision on, the DP
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didn’t base her decision on filling the school itgs more about quality education and the
practical aspects of the admission. We do not llagespace it's as simple as that. That is
case one.

Researcher What's the final decision taken?

Principal: The final decision is that | recommended thatchid be placed on the waiting
list and whenever there is space arises we willyagge rule. Also we invited the child to
come here in November, we have new intakes foryeaxt

Here we see a number of stakeholder interestseinding the decision of whether a learner should
be admitted to school. The principal is upset vatthird party leveraging support to admit the
learner at the school. This learner had transferaddntarily and sought re-admission six months
later. Also, the principal’s assertion that he donesknow the child is false as the learner was at
the school previouslyl'he principal refuses to admit the learner becafishortage of space and
computers in the computer room. He uses the diseonfradministrative rationality to justify his
decision. He purports that correct procedures vi@lewed irrespective of the political standing
of stakeholders that bring the case to the schdolever, the incident also reveals that the
principal’s decision was influenced by politicgo¢ voluntarily took the wafd away from the
school). How does politics influence the ethical decision-makipgocess? The principal
rationalises his decision through the discoursadofiinistrative rationality yet politics had a major
part to play in his decision. This is an exampléofv discourses serve the purpose of shielding a
flawed ethical decision. The principal didn’t likee way he was approached by the parent and the
manner in which he was using political influencegton admission for the learner. The ethics of
justice is also at play here as the principal stétat some schools take in additional learners so
that the school receives a higher admission loadl the salary and status of the principal
increases. He expresses his desire for authengb, duality learning which influences the
decision he has taken not to provide admissiorhéléarner. With the range of stakeholders
involved influencing the outcome, the value condlithat arise and the increasing diversity of
opinions, Begley (2004) suggests that leaders meedspond to situations as they arise with the

knowledge that the outcome may not be favourab#dl troncerned.

In the incident above on ethics of justidé final decision is that | recommended that thiédc

be placed on the waiting list and whenever thergpisce arises we will apply the rulefd ethics

3" This refers to a politic ward (the municipalitytisoken up into wards)
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of profession $o we take everybody. We don’t worry about zonimd) 0 on. But if there are
practical problems we obviously cannot assistevident by the action of the principal. Begley
(2004) proposes a perspective that being ethical life-long personal struggle that includes a
range of ethical positioning which occur in evernydad professional life of the leader. In this
incident, the principal’s decision is based on thierest of the entire learner populace and
realities of space and equipment rather than palior community influences. Here the ethic of
profession strongly dominates the discussion. Timecipal positions himself as a person not
influenced by politics, yet in Chapter 7 he opeddglared that he is from the ruling party. These
shifting positionalities of the principal indicate situation-led approach to issues based on his
subjectivities. The principal therefore operatesrfrmultiple positions and his actions are context

driven.

The incident also reveals how the SGB become gattteo micro-political field at schools. The
SGB was prepared to buy 10 additional computerthabthe learner could be admitted at the
school. The SMT are critical of the motives of @B which is contrary to the ethics of justice.
The principal felt morally vindicated by his deoisi as his decision was based on practical
concerns (number of computers) and transparencyfamtess (new admissions are placed on a
waiting list). The current internal practices retjag admissions supports ethically just decision

making as it rules out the influence of external amernal stakeholders.

10.2.5 Cleanliness incident

In the incident below there is a dilemma regarding need for a clean environment and the
behaviour of staff members. The conversation tgilese between the office manager (an
educator of the school), the principal and a fenedigcator.

Principal: Look ma’am, the people have been complaining wessecily of Gertrude
[cleaner]in the staffroom. | went there in the past two kgamaybe twice. | don't walk into
the staffroom, anybody can tell me what they wadon't give a damn. That's what |
believe. | am not here to mind your business. These a right to come and scold me,
speak about people. You know vent your feelings ilgou buy a packet of nuts and
throw that paper around and then come and complaat Gertrude is not cleaning your
backside. Is that fair?

Educator (F): No it's not fair.
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Principal: You can tell me you are talking shit. Now you eand complain to me. Now
you leave so much yoghurt there. Now it's not Geléf's business. If something is there
she wouldn’t touch it. | guarantee you she wonicto it. There was an occasion when
money was with me for six months. You can trustNoe: the yoghurt is there. Whether
it's closed or not, it's not my business. After tdeays it starts rotting, it starts stinking.
Whose fault is it? You tell me ma’am whose faut®is

Educator (F): Teachers

Principal: Yes. | am not talking about males now. | am tajkabout females. That's the
table. | went down now | went first hand. If Getteudoes something wrong, believe me
she knows. She catches it in the ..... Now how desadve this problem? | must phone the
office manager now and tell him. You teach lightegotty train. How can you train
teachers to keep the classroom clean? | tell heryesecond day to clean my office. You
have to be realistic. You can’t expect one femaleléan this office every day. This is not
how | want it. But we compromise; we accommodatenbé as a leader but as human
beings. We don’t have to be a leader to do somgtlike this so M... what advice do you
give?

Educator (F): Everyone should be responsible for their own &hblas.

[Office manager walks in]

Principal: C... is here. Come here BfuCheck here. You bought a packet of nuts. You
shell that thing, you had a lekker chBwThe following day someone comes and complains
to me that Gertrude is not cleaning. You buy yaghurt, if a little bit left it's not her
business. If she throws it then you have a probigit. If after two days that damn thing
is rotten and it’s stinking you still have a protslevith it. Now is it possible for one human
being to clean the whole block to your satisfacidde must accommodate, | am saying
we must compromise there are one two things thkese is a sweet wrapping there, no
the aunty® didn’t sweep. You set a trap. You got nothing &ls#o in your life. There is no
quality in your life. So brother | am asking yowt s a principal now but as a bru, is it
fair to blame Gertrude for this? You are the stafim manager. Ma’'am is here because
she is absolutely loyal to what | am and what hstéor.

Office manager. We all have to take responsibility as adults.

Principal :Where do we compromise? Where do we meet thénkdtiway?

Office manager. We got to do our bit. When you get to a place waut to leave it in the
same condition you found it in.

Principal: Like at a picnic or a pool. This is a staffrooive are professionals here. You
spend more time branting ddishan doing things yourself. There’s the nuts. €hsra lot

of old paper. Take that thing, wrap it up. You wialkl measured, it's five meters to the
orange bin, the toilet you got to pass throughlire Now you are not passing the bin, you
are passing the buck. You will not do that in yown house. You take the same thing and
scold your children. Now who do | scold? Do | scptdfessionals here? | am mull about
it because Gertrude was in tears. Do you know saetsvto leave the grdf? Do you
know that? These people don’'t know that and yst teel it's an entitlement to do these

#3Jang for brother or close associate.
39Slang for a good meal.

““Reference to Gertrude, the cleaner.
“IComplaining about people.

“2Slang for work.
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things. In a lot of schools in the township, thacteers clean the toilet themselves. They
clean the classrooms themselves, they clean tH&osta themselves if they have a
staffroom. And yet | tried to make things as comafde as possible in the staffroom. Bru |
can't put beds in the staffroom. How much more odable do they want it? Let’s talk. |
mean you can’t blame this lady all the time. | ant a poster boy for her at all. | want
advice from you as a staffroom manager. Do the staneinimum, clean the place up.
That's what | am saying. She is in a stat&he wants to leave the graft. She is a matric
exemption lady. She is vyffidor her licence. You know what | am saying. Wetrrast

her with dignity and don’t go and blame her for yotap.

In this incident we also see the play of the ettfigorofession and the ethic of critique. The
principal embeds his views in a gender discoursedilionally, females are expected to be
hygienic and domesticated. He refers to the irdrfgmales doing potty training for their children
on one hand and being unhygienic at school on theroHis personal subjectivities (females
setting a trap for domestic maids) are broughbithe discussion here to emphasise his view. In
his schema, personal and professional ethics evagty aligned. Here, the principal’s personal
ethics are coloured by gender socialisation. Thiegbf profession demands ethical conduct from
all educators irrespective of gender. The princigiab alludes to entittement discourse of the
profession and makes reference to rural schoolemoling the benefits of resources present at
Primrose Secondary. Similar to the incident on atkarassment, the principal uses language in
different ways based on who he is interacting withe conversation is heavily laden with slang
words and phrases. This could be an indicatiorhefrelative comfort he feels when talking to
certain individuals on ethical issues or him rasgrto slang when he is confronted with ethical

issues.

In this incident, the principal acts by bringingetimcident to the attention of the office manager.
He is not impartial on the incident and clearly whdis distaste for an unhygienic environment
created by the female educators. He, as the mgeaitaf the school, has delegated the action to
the office manager. It became the responsibilityhef office manager to act on this incident. A
number of parallel discourses are circulating héne: rights discourse (right to human dignity

irrespective of profession), the gender discoursiee entitlement discourse and the

“3Slang for upset.
“*4Slang for going.
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professionalization discourse. These discourses bamwed the purpose of managing meanings in
this incident and have shaped the subjectivitieséal.

10.3 Conclusion

An ethical imperative to leadership and managen®mvident at Primrose Secondary as this
chapter has shown. The five incidents that haven lmd®sen highlight the range of moral and
ethical dilemmas that are increasingly being fadsd school leadership. The illuminating
framework used in the data illustrates the intgrgiivarious dimensions of ethics. The personal,
subjective notion of ethics and ethical actiondmetimes in tension with the professional action
necessary, as has been indicated in the incides¢xuml harassment.

Another important ethical concept that has beeroegg by Starratt (2004) is what it means to be
present. According to Starrat (2004, p. 6) “presemeans ‘being there’, in numerous ways, for
self and others. It implies a level of attentiom @ensitivity to the signals others send out. Aee w
really present to/for ourselves and others, omgeften ‘half present’ because of self-interest or
the distractions of other events in our lives? Edional leaders should ask what ‘being fully
present’ means in relation to teaching and learmihgtudents in schools? To be fully present,
educational leaders must encourage and supporergighteaching and learning and challenge
inauthentic teaching and learning paradigms andtipes”. The ‘presence’ of the principal has
been found in dealing with some ethical dilemmasrdsponding to the ethical incidents using
Wilson’s (2008) three intellectual views, the pipad in most cases, found himself morally
vindicated by the actions taken as many of theomstiwere supported by current, internal
organisational practices and procedures that weremdd to be fair and transparent and
democratically set up. The chapter also explore¢ whrtain ethical practices were deemed

appropriate by the principal.

In Chapter 11, | will conclude and provide recomuomsions for school leadership and

management.
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Chapter 11

Conclusion

11.1 Introduction

The focus of the study, as indicated by the tilen the critical ssue of power and subjectivity i
school leadership and management and particulantglation to the interactions of the principal
and his management team. The critical researchtignesset out below guided the research
process and scope:

0] What are the leadership discourses in a schoahgett

(i) How does power and subjectivity play out withinlganteractions of the SMT?

In Chapter 2, | referred to Bourdieu’s (1996) vidvat contexts, interests and subjectivities are
significant elements to understand leadership. reigix) below is a useful depiction of the range
variables identified in this study that influensehool leadership. This model shifts the role ef th
principal from site-based leadership and recasiddeship as a central role both within the school
and the larger community. The principal works witkpcial structures. His behaviour is therefore
influenced by interactions in these structuresli&m and Diamond (2007) argue that to better
understand the practice of leadership and how d¢shace managed, the interactions of
individuals, and not only their actions become sgigant. Through this model | explored four
significant findings of the study: (i) discourseked light on institutional practices and the
working of power; (ii) building social capital is a@ssential part of effective leadership; (iii)an
organisation such as the school, individuals aseqa in a matrix of power relations; and (iv)
schools advance the concept of moral ecology thrahg subjectivities and ethical actions of

collective leadership of the school and the commyuni
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4
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8
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Educators
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Figure (ix) Independent variables influencing leestep practice
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11.2 Discourses shed light on institutional praates and the working of power

In educational sites discourses are constanthulating. In this section | frame the effects of
discourses and power through three claims: firsligcourses serve the purpose of managing
meaning and shaping perceptions, behaviours ardiges of those in the institution; secondly,
legislative frameworks disperses power in the stharad thirdly, there are distinct techniques of
power such as normalisation and surveillance thiafarce mechanisms of control at school and

influences subjectivities formed.

In Chapter 7 various leadership discourses werdigiged through leadership practices. Through
the linking of discourses, for e.g., the performigfi discourse is linked to the appraisal discourse
thereby serving a stronger purpose of managing mgaand influencing practice in the

organisation. The framing of the appraisal disceulimits and manages the perceptions of
appraisal as judgemental. From the state pointesfvthis became necessary post 1994 to rid the
appraisal system of past legacies and moving fatwardeveloping a new teacher appraisal
system. Certain discourses limited debate, for, ¢hg silencing discourse, associated with the
professionalization of education leadership andagament, limits the SMT to exclusive claims

to leadership expertise and thereby excluding ostefift members. This study also highlighted

how the official policy discourses are recruitedd asubverted by the people in leadership
positions. There are instances when policy disesuere ignored or opposed and other times
when they are treated as unassailable revealinggeed of agentic behaviour in the use of the

discourse.

Through the legislative framework of the SASA (sahoode of conduct, governance of schools)
and appraisal policy (IQMS), this study has shohat state policies derive different meanings at
local contexts. The administrative burden of impdetmg IQMS and the school's code of
conduct show how a state policy can be reducediteaocratic ‘form filling’ creating a different
set of meanings at the local, school level. Thesanimgs can be productively harnessed through
increasing educator participation in leadershiptenstand encouraging critical debate on these
policies. In developing policies, the state doesaumsider the full range of power relations that

result when leadership reacts with policies andi@ements policy directives and how productive
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relations of power can be established and harne3seste may be the discourse of the official
DoE management, against the local discourse detdership in the school. Discourses therefore
managed meanings that were formed and shaped bynkdovduals perceived and behaved in the

organisation.

Questions around power were central to all chaptethis thesis. The legislative framework of
SASA and the decentralisation discourse dispersaepin the school. Positions were created by
SASA resulting in centres of power. Three centrepawer were identified in the study (see
figure ix): the principal/SMT, the SGB and the RCIhe centre of power shifted constantly and
there was a constant navigation of the centre wfepdoy the principal and SMT. These centres of
power influenced school governance and professiomahagement of the school creating a
platform for meaning- making through formal intdrams. The principal as the leader of the
school is not necessarily at the centre of powedifferent interactions. The centres of power
showed shifting autonomy and accountability. Eaehtre of power seemed to regulate the
conduct and practice of the others. In Chaptershowed how the conduct of the principal was
regulated by the SGB. The regulation of practicé la@haviour was most prevalent for the RCL.
These centres of power utilised various technotog@é power (surveillance, exclusion and
normalisation). These technologies of power weetlss mechanisms of control. The principal’s
subjectivities were embedded in generational artliral discourses (for example in Chapter 8
when the principal gave reasons for poor disciplifesistance to mechanisms of control found
expression in deviant behaviour. All disciplinaryeasures of control either through space,
documentation or hierarchical observation placeditidividual subjected to control in a matrix of
power relations and discourses. Pathologising dises around generation, age, behaviour, dress
were evident in the study. Meaning was createdutlin different configurations of relationships

in the web of power.

Race played itself out in pathologising and deficie discourses associated with dress,
appearance, hair styles and behaviour. Througpriheipal’s early socialisation, his philosophies
were laden with racial subjectivities. In staff megs the principal made constant reference to
cultural and racial sensitivity towards the diveggeup of learners. Although racial markers of

power were not made overt, they were present innta@ner in which educators related to
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learners. Comments were made in the school assehdtlyf you were not happy in this school
then you need to go back to a school in your owmroanity. The large number of discipline
problems persistent since the abolishment of cafpounishment indicates that, despite policy
interventions through the school code of condudt disciplinary procedures, the reaction from
parents and learners is one of indifference or response. The policy and its implementation
processes have not taken adequate cognisance obiim@ex context in which implementation
happens. Parents are expected to report to scHomt & learner commits an offence. There are
practical and economic difficulties for a parentdo this. In the socio-economic environment
where the school is located, parents are singlenégs come from fractured families, and in some
cases the learners themselves are heads of hodseAldo, the parent or guardian cannot take the
time off work to attend to a school matter as mamyployers are generally inflexible when it
comes to time off work. At a sociological and ecmiw level, the school has not sufficiently

acknowledged the range of factors that impact erptior discipline of the learner.

Another mechanism of control found in the study weet of documentation. Through endless

documentation, educators and learners are caughspatial web of power. In Chapters 8 and 9, |
explored how documentation was used as a survedland normalisation tool. Notions of a good

learner were reinforced through documentation kegtchools. The school worked hard to shape
learners into “good learners” through a powerfalafediscourses operating in the school. Deviant
learners’ subjectivities were formed based on mstiof good learners. The notion of the deviant
learner was supported by documentation such as ckgisters, period registers, suspension
forms, school fee record, etc. Documentation wasl e keep on record the object of the gaze. It
carried with it a panoptic accountability that égjuired for the system to function. Documentation

was not limited to learners only. Educators werngeeked to sign the educator register and a time
sheet when they left the school. Records of leageevkept and maintained by administrative

personnel as part of the principal’s administratieeountability.

This study has shown that power has worked thraligtourses in productive ways (for e.g., the
decentralisation discourse and the dispersion @fepdo various centres) and non-productive
ways through pathologising discourses. It is imgirfor schools to deconstruct these discourses

so that their pervasive effects are brought tatligh
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11.3 Building social capital is an essential padf effective leadership

The second significant finding relates to the cdiyr of social capital for effective leadership.
Mulford (2007, p. 106) defines social capital “erms of the groups, networks, norms, and trust
that people have available to them for productiveppses”. He also asserts that “by treating
social relationships as a form of capital, propdbses they are a resource, which people can then
draw on to achieve their goals. It also servesgdmi®e other forms of capital (such as economic,
human, cultural, identity, and intellectual) as @ossible resource and accepted contributor to our
individual, community and national wellbeing” (pa)6 Understanding the meanings created
during interactions were a central aim of this gtu#leaning is created through social
relationships in groups and networks thus buildingial capital. The model presented in chapter
11.1 (figure (ix)) shows networks with stakeholdexs one of the variables for effective
leadership. According to Wilson (1997, p. 756) ‘isbccapital is free. It requires no natural
resources, no machines, no bricks and mortar, waregd degrees, no paid labour. It is invisible.

But it is real”. Building social capital is an estial part of effective leadership.

The principal in this study appeared to have haewgshe social capital available to him by
building relations of trust between himself and 8MT, staff, learners and the SGB. On deeper
analysis, | have shown in Chapters 7, 8, 9 andal@this purported relation of trust the principal
had built was at times superficial. At some lev@slucators, SGB, RCL) his views were
challenged and his decisions were questioned. Hapt@r 6, | explored how the principal
established a professional community around thedciThe letters of commendation and the
philosophies that he articulated attested to thishis study, there had been no obvious incidents
where the relation of trust between the principadl ahe stakeholders/staff had broken down.
However, the challenging of processes and decisomndications that the trust relationship was
not as strong as he made them out to be. Accotdifgilson (1997, p. 12) the “moment that trust
breaks down among members of a business netwdatiores have to be spelled out in detail,
unwritten rules codified, and third parties broughto resolve differences ... At this point the

network begins to resemble either a market relalign or an old fashioned hierarchical
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corporation”. The principal did not have to restmrtany of these measures due to oppositional
strategies and discourses at play. To build s@epital does not mean that all stakeholders need
to agree with the principal. In the incident wh#re principal’s action on procurement processes
was questioned by staff, the principal drew ondkedive processes to justify his actions. When the
trust relationship is perceived to be broken (atheincident on procurement) then the principal

resorted to formal rules and procedures.

The decentralisation of governance to SGBs, and limited extent the RCL, implied that the
principal was challenged to make a concerted eftofiuild relations for productive practices in
the schools. In Chapter 8, | explored how power {easraged between the various centres of
power so that productive relations could develdpe &bolishment of the prefect system attested
to the social legitimisation and acceptance of R&. as a representative body of the learner
population by the SMT and staff. This study haswshdow the centre of power shifts between
different stakeholders during different types demactions. The relationship that the principal had
with the SGB is especially significant. The priraip role in terms of SASA is unique. SASA
characterises the principal as a ‘member of therda@and its ‘chief executive officer’ similar to
corporate. The principal in this study was well esvaf the importance of building and sustaining
positive community relationships. The various fosuand activities that were set up steered the
organisation in building a positive culture. He Hadlt relationship between the school and its
community. Community engagement with the schoolsrspositive spin-offs for both the school
and the learners. This has taken the form of asgistof parents in fundraising, accompanying
learners on field trips and general maintenanceredf to the school in lieu of school fees. A
critical element of building relationships was tki@cerity upon which these relationships are
built. This espoused value was not clearly eviderst variety of interactions and practices as the
principal’s actions and decisions were brought istautiny by others in the interaction process.
The analysis reveals that although the principalerattempts to build social capital, his motives

were sometimes questioned.

The responsibility for building social capital ietrthe sole responsibility of the principal. Wilson
(1997, p. 117) comments on the role of the effectaducator in building a collaborative

community where the effective educator “models #idlls of community-building in the
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classroom. The classroom becomes a collaboratimvemtmity that fosters belonging, caring,
mutual respect, stewardship, generosity, serviae rasponsibility”. Mulford (2007, p. 3) has
concluded that “a general sense of belonging abacis so important for student educational,
economic, social, health, and wellbeing succegsitlsfiould be treated equally as an outcome of
schooling as academic results”. It is the roleh&f €ducator to create an environment where the
student experiences a sense of belonging. The foicte study was not on educator leadership,
but evidence from staff meetings showed how edusatere empowered to represent the school
at various workshops. A spin-off of this was thealepment of a professional community when
they reported back to staff. Educators were algolued in initiating the development of a student
newsletter (‘the Zone’), exposing learners to aaldley curriculum (including extra-curricular

activities) and real life situations (for exampletimational assembly talks).

School leadership is a collective enterprise amllas evident in the relationships of power that
were developed. Shared leadership is thereforangoriant positive element to building social
capital. However, in this study, there was vemyeievidence of shared leadership. Flessa (2009, p.
16) points out that:

Distributed leadership....it is argued, also enharamgsortunities for the organisation to
benefit from the capacities of more of its membpeymits members to capitalize on the
range of their individual strengths, and developwiag organisational members a fuller
appreciation of interdependence and how ones how'sobehaviour affects the

organisation as a whole.

Fullan (2003, p. xv) argues that “the principathwa moral imperative can help realize it only by
developing leadership in others. It is the combifete of shared leadership that makes the
difference. School leadership is a collective emiee”. The principal, with his forceful
personality included and devolved responsibility lia own terms rather than as a matter of
principleln Primrose Secondary, a climate of collaboratiosted in the main, despite the
pervasive effects of normalisation and surveilladéhough a few cases of dissension were cited
in the analysis chapters, these were not signifieanugh to disrupt the building of a professional
community The agentic actions of learners and educators \&estrong force to counteract
hegemonic practices. The dissenting voices wenaifgignt in highlighting the asymmetries of

power and how dissension allows the circulatione# discourses.

213



11.4 Individuals are placed in a matrix of power relatins

The third finding of the study is that individuase placed in a matrix of power relations. Two
important claims are made in this section: thaingeain context is most productively leveraged
through well-structured power relations and pdditieegitimacy, and that power relations are

rooted in a system of networks.

Context is defined by Urdang (1992, p. 26) as ®tie, framework, environment, situation,
circumstance, ambience, surrounding”. In Figurg (s could result in changes in any of the
variables identified, for e.g., change in stateiqylappearance or disappearance of discourses,
change in school or classroom conditions. The gtowes of school leadership have changed
dramatically in the last decade due to state lesiler In the school of the study, this has placed
increasing demands on the principal and the SME. grincipal and SMT adapted their leadership
styles to varying contexts. The context of the stho the study changed in various ways: the
instructional and curriculum context changed repdigt in response to national policy on
curriculum; changing methodological and pedagogiapproaches; the decentralization of
governance required the setting up of structures @oticies; the racial composition of schools
changed after 1994 creating diverse multi-culturallti-racial schools; a new system of appraisal
was implemented for educators; a new form of leamgsessment accompanied curriculum
changes; positive relationship were developed withcommunity; and the appointment of the
school leadership and educators by SGB. To levdtage changes, SASA set in place structures

for the professional management and governancehimoss.

Urbanization has also brought a new set of chadlertg the school. Located in a suburb close to a
shopping centre the school has experienced numéaroigents of learners being truant and being
reported by the community. Due to the increasekioad created by the administrative burden of
dealing with discipline issues, the SMT and edusat@ave not sufficiently explored productive
ways in which learners could be positively engageddeveloping the school culture. This
happened towards the latter part of the data dale@rocess when well structured relations of
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power between the SMT, SGB and RCL developed taguih a changed context for learners to
engage with management. A productive judicial refabf power was established through the
school code of conduct. The formation of a disogly council by the RCL was another example
of a productive relation of power. Managing chaoden requires helping people to overcome
barriers to change and this requires emotionallliggece and the fostering of meaningful

relationships (Fullan, 2003) through productivatieins of power.

This study also shows that with the professionatiseof the field of leadership and management
in schools, different relations of power developr Example, in terms of financial management,
the principal is responsible for drawing up theaahbudget and presenting this to the SGB. The
payment of school fees creates an economic relafigower between the parent and the school.
All legislation and policies create a judicial @ of power between the school and the parent,
between the educator and the state, and betwee®GBeand the state. These relations of power

are rooted in a system of networks between vastaleholders.

Fullan (2003, p. 1) asserts that “we can’t easilgnge the socio-economic profile of the school,
but the basic point is made- change the contextyandchange the behaviour”. In addition, when
changes in context are leveraged through well stred power relations and political legitimacy
from the state and the range of stakeholders, tthese changes become productive. The response
of the school and its community to these change®inext indicated the complexity and web of
relationships and meanings that are created witlyinga contexts. Each relationship, each
interaction carries with it a set of meanings timfiuence the school culture. Small changes in
context can be leveraged to make breakthrough esafidnis was seen in the critical role played
by learners in influencing the school culture tlgioithe RCL; the empowerment of educators
through curriculum and safety workshops; the shdeadlership style of the principal; new
relationships developed with partners in the pawctor and with NGOs, etc.
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11.5 Schools advance the concept of moral ecolotjyough the subjectivities and ethical

actions of collective leadership of the school armbmmunity

The fourth significant finding relates to how thencept of moral ecology can be advanced.
Fullan (2003, p. xiv) makes the point that “if wentt directly focus on changing the conditions
that surround us- the culture of the school, hoe school relates to another, the school district’s
role and so on- we will not be able to pursue mpuapose at any scale”. In Chapter 10 | explored
five ethical incidents in the school of this stu@yese incidents have shown that the individuals
are the primary moral agents, and the individualaasethical actor, has an impact on the
management at the school. Ethical actions of agadundividuals develops into what Goodlad
(2003, p. 19) calls a moral ecology: “people ofigband political democracy are held together in
a moral ecologythat transcends the different interests, economnatifications, cultural origins,
religions, ethnicities and races it embraces”. m@er 10, | discussed how the ethics of the
community take precedence over the ethics of tlviohual leader. As a collective, a moral
ecology is created when the SMT's ethical actiaasmidcend those of individual leaders and

resonate strongly with community values.

In a research study of 10 township schools in Sditlta, Ngcobo and Tickly (2010, p. 205)
found that “during the transformation period sclsobkecame virtual battlegrounds and sites of
struggle over these values which included differaomceptions about what education was for.
Political structures in the township continue teman influence over the values of schools”. The
incident on school admission (Chapter 10) has steavn how members of political parties have
tried to influence the decision of the school ppat in unethical ways. This is a sign of the
breakdown of moral ecology. Shield’s (2006,p.64egrch of leadership in South Africa has
argued that “what is new here about leadershimatehe ideas, or the practices, but pnaxis -
the explicit recognition of, and reflection on, thparposes of education, the contexts of
educational leadership, and of the values thatnpnaéeadership activities.” In this study, thissha
played out in lengthy staff debates on the legitiynaf the prefect system compared to the RCL
system; the value of workshops on up-skilling etimsaon the OBE based curriculum; and

disciplining of learners.
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Wilson (2008, p. 3) identifiesauthenticityas one of three ‘foundational virtues’ of ethical
leadership, alongsideesponsibilityand presence As a moral concept, authentic leaders act in
accordance with their personal values and convisti@arning respect, trust and credibility for
being genuine and true to their beliefs”. In theidents presented in Chapter 10, the principal
positioned himself strongly within his personalued and convictions and how he has brought
meaning to his actions and decisions. In someschseactions haven't necessarily engendered
respect where his personal values were in conflithh ethical action required of him. This was
evident in the incident on sexual harassment, wheracted to transfer the problem rather than
address the problem as was required of him as ¢hd bf the institution. Bhindi and Duignan
(1996, p. 29) suggest that:

Authentic leaders breathe the life force into tlegkplace and keep the people feeling
energised and focused. As stewards and guidesthilelypeople and their self-esteem.
They derive their credibility from personal intdgrand "walking" their values

There was little evidence of the “authentic leader” in the principal of the study as he presented a facade on

ethical and moral issues.

11.6 Concluding remarks

The study | embarked on was one of the few (malgbeohly), South African study that used the
constructs of power, discourse, subjectivity aridcstthrough an ethnographic approach to study
school leadership through interactional events. §tbdy therefore contributed to new knowledge
theoretically and methodologically. The ethnograplpproach in the field of educational
leadership and management in South Africa is seldonertaken, as such, this study made a
methodological contribution to the field.. Alsojglethnographic study is grounded in leadership

practice, an under-researched area in the field.

This field of leadership and management is alsatikedly under-theorised (see Chapter 2). This
study has used a toolbox of theories to underdigadkrship practice. | engaged with a complex,
multi-layered, social, organisational, methodolagi@nd theoretical context. The study has

relevance because so often research published einteirain of education, leadership and
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management in South Africa, disregards issues wepaa central theme of educational leadership

literature.

The findings | presented added to the body ofditee especially in terms of shedding new light
on how autocratic leadership styles of leaderspamtrayed differently in public and private,
driven by pervasive discourses. As | navigated ughothe data, the style of the principal of
dictating his terms to distributed work became rsgey. In this type of leadership style, there is
bound to be little evidence of distributed leadgratespite policy directives and pressures. The
principal’s role oscillated between leadership amhagement and tensions arose when pressured
by the DoE. Hegemonic discourses were used tonaise flawed processes. The new leadership
vocabulary that permeated the space was on app(ddslS, CPDS), moral degradation of
leadership; lack of emotionality when dealing wéthical issues and the politics of ethics (see
Chapter 10- admission incident). There was vetle laf an African perspective to leadership in
terms of a leader-plus approach or leading thrqueghple that are common in other spheres. The
SGB also had limited effect in changing the reseusese of the school or promoting a ‘lead

through people’ approach.

| embarked on this PhD journey in an unfamiliar meeiblogical and practice terrain. The insights
| developed about my own subjectivities and thathef participants in the study created a new
awareness of the practice of leadership in my dcAd® manner in which the school leadership
enacted a repertoire of leadership practices aeatav meanings, new relations, and new
interactions and resulted in an unseating of tHeertdor-granted assumptions | had about
leadership practice in the school. Successful affiectere leadership that is responsive to
changing contexts must begin with a different deassumptions about how meaning is made,
culture and the pervasive effects of power. InsteAdocusing solely on stability, routine,
normalization, and regularity schools leaders nmede-construct the leadership space and see
meaning-making and subjectivities as dynamic antstamtly evolving. School- leaders need to
explore why legislative processes have a negalieeilitating effect on staff/learners. The critical
frameworks used in this study serves as an exaofiflew one can deconstruct spatial matrices of

power and engage learners, educators and the SMieamingful debates about schooling. There
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is a need for more studies in this area so thatmgerstand the nuances of leadership in a very

detailed and grounded way in a range of differehbsl types.
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Annexure A: Da

Annexure Al: Fieldwork Observation Schedule (recordd daily and record of time)

Broad question to be asked is:
What is going on here?

ta Capture Schedules

What to look for?

Context

Critical incidences, anecdotes, interactional event
occurrences, episodes, scenes in formal and nomafor
contexts will be recorde

How to look?

Analytical memos
Inferences drawn
Interpretive comments

Context

Context of school

Describing the principal’s office, staffroom, décgraffiti et
Personal context of principal- clothing, demeanour

Formal organisational aspects of the school
¢ Assemblies
¢ Staff meetings
¢ School Governing body meetings
¢« Workshops
¢ Principal’s office/ DP’s dice/ HOD's office/ sec|
foyer

Informal organisational aspects of the school
*  Behaviour
¢  Critical incidences in playground
¢ Interaction in corridors, staffroom, car park
¢ Smoke breaks, coffee breaks
¢ Physical movements

Basic premise is that the ethnographer
is unobtrusive and does not disrupt the
setting & fly on the wall)

Look for actions, words, expressions,
body language

Be aware of my own cultural beliefs,

assumptions and stereotypes

Who is listening, watching, and what
their responses were?

Systematic observations

Wolcott (1981) four strategies on how
and what to look for:
e Observations by broad sweep
e Observation of nothing in
particular
e Searching for paradoxes
e Searching for problems facing
the principal

Unpacking of the incident in respe
Nature of interaction, for
example, does it involve diversity,
sexism, multiculturalism, etc
Who are involved?

What is the final outcome?

What discourss are evident and
power dynamics are evident?
Whose values are legitimated?
How is language used?

What does the interactional event
about the ‘subject’ and the way ir|
the subject creates meaning?

Other notable incidences outside the researchvaliealso be noted
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Annexure A2: Document Record Sheet

(important to note is that these documents are socially constructed and produced in particular social contexts with a particular audience in
mind)

»  Published sources about the school fieldsite (e.g., school histories, school magazines)

»  Mass media sources (local newspapers, student newspapers)

»  Public documents inside the institution (notices pinned up, circulars for students/parents, booklets)
»  Semi-public documents (union meeting minutes, SRC minutes etc)

e Principal log

»  Private documents (letters to individual parents regarding a particular learner, staff matters?5)

»  Minutes of meetings (staff, governing body)

*  Memos to staff, learners, SMT

To note: What questions do these documents reveal to the researcher regarding the research agenda?

45 Only with written permission from the parent or staff member concerned
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Annexure A3: Interview Schedule

1 Semi-structured formal interviews to understand the interpretation of the behaviour (to be conducted with particular
teachers, learners, parents, officials and the principal where a moral incident arises regarding interaction with the principal)

Interview Protocol

Time of interview:

Date:

Place:

Interviewer: Interviewee:
Position of the interviewee:

Questions confirming consent

»  Have you signed the consent form?

» Do you understand what this research is about?

» Do you know that you can choose to stop this interview at any point?

»  Would you like to see the notes/transcript of this interview?
Questions will relate broadly to the incident and perspectives on

»  What happened?

*  Who was involved?

»  What has been your role in the incident?

»  What happened since the event that had implications for your actions and behaviour?

»  What larger ramifications , if any, exist from the incident?

»  The process of decision making and action taken

*  The moral issue.

» alternative approaches to resolving the incident

2 Informal interviews
When quick questions are put to informants about what is happening regarding an incident of interest to the researcher.
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Annexure A4: Research diary of interviewees

Reflect on the happenings of the week and record
»  Critical incidences that required you to make a decision
»  Who was involved in the decision?
»  Who participated in the decision making process?
»  What was your role in the decision making process?
»  What decision was taken?
»  What are the consequences of the decision taken?
» Ifyou had to take and alternative decision what will the action and process entail?

Annexure A5:  Daily Log Form on Management Activities
All members of the SMT would be expected to keep a daily log for a period of a month that details the various management
activities they are involved in.

My Daily Time-based Log

Date:

Time Event/ Critical Incidence (Describe what happened) Reflection on event
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Annexure A6:  Life History Interview Questions for members of the SMT
1. WhOiS ccooeriiiiinns ? What characterizes ........ ?
2. What has been your life like through:
> Your own schooling
» teaching career
3. What makes you get up and come to school in the mornings?
4. What is your philosophy/perception on:
41 Management
4.2 Changing landscape of education/ management
4.3 Policy environment
4.4 Interacting with colleagues
4.5 Interacting with learners
5. Whatis your approach to:
5.1 Managing diversity amongst learners and staff
5.2 Dealing with ethical issues
5.3 Empowerment

Give an example of a situation that you believe to have handled well in these aspects.

6. Which leadership figure do you admire and why?
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Annexure A7: Permission to Conduct Research

8 Glenaire Avenue
Verulam

4340

16 May 2006

The Principal
Primrose Secondary School

Permission to conduct research at Primrose Secondary School
Sir

I am a PhD student currently registered at the University of KwaZulu Natal. The research that | am embarking on explores the
processes of decision making by school leaders, namely the principal and the school management team. This is an under-
researched area, particularly in a context of a developing country in an emerging democracy, multiculturalism and diverse
influences on the school organisation. It is anticipated that this study will make an immense contribution to the knowledge base in
this area of management. | have selected Primrose Secondary as the site where my research will be conducted as the
methodology | am employing requires familiarity with the research site.

The research techniques | would be employing are:

(i) observations and taping of sessions in management offices (principal, DP and secretary); staff meeting, SGB
meetings; school assembly, school activities etc

(i) interviews with the principal, learners and teachers regarding the decision making process.

(iif) collection of documentary evidence for e.g., notices, minutes of meetings.

(iv) Issuing of daily logs to be kept by SMT members.

Consent would be sought from the research participants before any interviews are conducted. Consent would also be sought for
the use of documentary evidence. | anticipate that the research activities would occur from July 2006 to November 2006 and
would not affect the running of the school in any adverse way. There will be no financial implications for the school or the
Department of Education.

All information will be kept confidential. Any articles that are published from this research will ensure that the anonymity of the
community, school and individuals is maintained by not using any identifying information. It is unlikely that the learners will find
the interviews distressing in any manner. If you have any queries regarding the research | am willing to discuss this with you. My
supervisor: Dr Volker Wedekind can also be contacted in this regard.

| humbly request permission to conduct my research at your school for a period of five months (July 2006 — November 2006).
Thank your for your time and consideration.

Yours sincerely

Kumarasen M. Karikan (Researcher)
Tel Number: 0721478397

Dr Volker Wedekind (supervisor)

Head of School: School of Education and Development
University of KwaZulu Natal

Tel: 033 260 6120
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Consent to conduct research

I, (please write your full name) (Principal) understand all the issues in the
letter and agree/ no not agree to allow the research to be conducted at Primrose Secondary School.

| understand that | am at liberty to withdraw from the project at any time, should | so desire.

Signature:

Date:
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Annexure A 9: Letter of Consent: Members of SMT/ Educators/ SGB
Dear Mr/Ms ...

| am a PhD student currently registered at the University of KwaZulu Natal. The research that | am
embarking on explores the processes of decision making by school leaders, namely the principal and the
school management team. This is an under-researched area, particularly in a context of a developing
country in an emerging democracy, multiculturalism and diverse influences on the school organisation. It is
anticipated that this study will make an immense contribution to the knowledge base in this area of
management.

| would like to interview you on a decision taken regarding the matter of .................... | also seek your
permission to record the interview so that | could decode it later. These transcripts will be disposed of once
the research is completed. The interview will be of 30 minute duration.

| will ensure that all information is treated confidentially. Any articles published from this research will
ensure that anonymity is maintained by not using any identifying information. Participation in this research
is voluntary. If you agree to be in this process, you may also withdraw at any time if you don’t want to be
part of the interview any more. You may contact myself on my promoter if you have any concerns regarding
this study.

Please sign the attached form to indicate whether you agree/do not agree to participate in the above
research.

Yours sincerely

Kumarasen M. Karikan (Researcher)
Tel Number: 0721478397

Dr Volker Wedekind (supervisor)

Head of School: School of Education and Development
University of KwaZulu Natal

Tel: 033 260 6120

Annexure 2: Consent Form

|, (please write your full name)
understand all the issues in the letter and agree/ do not agree to participate in this
research study.

| understand that participation in this research is voluntary and | am at liberty to withdraw from the project at any time,
should | so desire.

Signature: Date:
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Letter of Consent: Parent
Dear Parent

| am a PhD student currently registered at the University of KwaZulu Natal. The research that | am
embarking on explores the processes of decision making by school leaders, namely the principal and the
school management team. This is an under-researched area, particularly in a context of a developing
country in an emerging democracy, multiculturalism and diverse influences on the school organisation. It is
anticipated that this study will make an immense contribution to the knowledge base in this area of
management.

| would like to interview your child/ward on a decision where your child/ward was involved. | also seek your
permission to record the interview so that | could decode it later. These transcripts will be disposed of once
the research is completed. The interview will be of 30 minute duration.

| will ensure that all information is treated confidentially. Any articles published from this research will
ensure that anonymity is maintained by not using any identifying information. If you agree for your
child/ward to be in this process, you may also withdraw at any time if you don’t want to be part of the
interview any more. You may contact me or my promoter if you have any concerns regarding this study.

Please sign the attached form to indicate whether you agree/do not to allow your child/ward to be
interviewed in the above research.

Yours sincerely

Kumarasen M. Karikan (Researcher)
Tel Number: 0721478397

Dr Volker Wedekind (promoter)

Head of School: School of Education and Development
University of KwaZulu Natal

Tel: 033 260 6120

Annexure 2: Consent Form

|, (please write your full name)
understand all the issues in the letter and agree/no not agree for my child/ward . of
Grade to participate in this research study.

| understand that | am at liberty to withdraw from the project at any time, should | so desire.

Signature:

Date:
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The Research Officer

RESEARCH, STRATEGY, POLICY DEVELOPMENT AND ECMIS DIRECTORATE
PRIVATE BAG X9137

PIETERMARITZBURG

3200

Email: SithembisoM@kznedu.kzntl.gov.za (Sithembiso Myeni)

1 May 2007
Dear Sir

RE: REQUEST FOR PERMISSION TO CONDUCT RESEARCH AT PRIMROSE SECONDARY SCHOOL
(KZN)

| am a PhD student currently registered at the University of KwaZulu Natal. The research that | am
embarking on explores the processes of decision making by school leaders, namely the principal and the
school management team. This is an under-researched area, particularly in a context of a developing
country in an emerging democracy, multiculturalism and diverse influences on the school organisation. It is
anticipated that this study will make an immense contribution to the knowledge base in this area of
management.

Participants involved would be the school management team, selected learners and teachers and members
of the school governing body. Before conducting my research | would obtain consent from all the
participants. All the information given would be kept strictly confidential and participants will be free to
withdraw from the research at any stage. | undertake to comply with the University’s “Code of Conduct for
Research” and with research ethics in handling the data as well. Data will be gathered through interviews,
filed observation, document enumeration and research diaries. The data collection will not encroach on
instruction time as interviews will be conducted during breaks and after school. The convenience of
participants will be prioritized. The setting for the interviews will be their schools or other venues suitable to
the participants. No costs will be incurred by your Department, the school involved or the participants. Any
incidental costs incurred by participants will be compensated by the researcher. The Department will be
provided with full details of the findings, copies of all articles, papers, thesis, etc., once the research is
completed.

| hope that you will give my request favourable consideration and grant me permission to conduct my
research in the above-mentioned school. | look forward to your reply and thank you for your time and
consideration.

Yours sincerely

Kumarasen M. Karikan (Researcher)
Tel Number: 0721478397
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Fax: 032 5332179

Postal Address: 78 Primrose Drive
Verulam
4340

The details of my supervisor is:

Dr Volker Wedekind (promoter)

Head of School: School of Education and Development
University of KwaZulu Natal

Tel: 033 260 6120

CONSENT FORM (KZN DEPT OF EDUCATION)

Date:

The Director

Research Strategy, Policy Development and EMIS
KZN Department of Education

Private Bag X9137

Pietermaritzburg

3200

Mr K.M. Karikan

University of Kwa-Zulu Natal
School of Education
Student Number: 8320345

REFERENCE(DATE):PERMISSION TO CONDUCT RESEARCH AT PRIMROSE SECONDARY SCHOOL
(KZN)

| have read your letter requesting permission to conduct research at Genhaven Secondary School. | am
familiar with:

» The purpose of the research.

» The conditions of the research.

» The participants.

» The details of the Researcher and Supervisor.

| hereby consent to the research that is being conducted.

Signed:
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Name:

Date:

Or
| do not consent to the research that is being conducted.

Signed:

Name:

Date:

(For and behalf of KZN Dept. of Education)
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