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ABSTRACT

| embarked on this research journey with the aimraferstanding in some depth, the work of
a South African primary school through the self-aging lens. The journey was triggered by
an apparent limited understanding in South Africaw what it entails to be a self-managing
school despite the fact that the South African 8thd\ct, in keeping with developments
worldwide, calls for schools to become more selfiagang. In South Africa, the term ‘self-
managing school’ has kind of been ‘hijacked’ anddmee restricted to refer to Section 21
schools that self-manage their finances. But liteeaunequivocally shows that the notion of
a self-managing school is ‘pregnant’ with meanifay, deeper and richer than financial
wellness. Thus the fundamental questions guidiigy gtudy related to how Acme Primary
School fared as a self-managing school and whabtescould be learnt there, regarding
what it may entail to be a self-managing schodha South African context. Couched within
the interpretive research paradigm, the study adbptsingle case study research design. A
sample of ten participants comprising of the Schbt@nagement Team and selected
educators made up the main data source. Data wasired through a blend of four
instruments, namely a transect walk, observatiemistructured interviews and document
analysis. The study was informed by a two- prontdpedretical framework of the theories of
capital and distributed leadership. Findings predié complex and intricate web of factors
which pointed to Acme Primary School being on ceumsvards self-managing. The school’'s
success as a self-managing institution revolvedratats ability to draw on all four forms of
capital: intellectual, financial, social and spigt. Intellectual capital was to do with
knowledge production and utilization thereof in @rdo maintain a sense of renewal and
inspiration within the school. Social capital reldtto the building of relationships and
interactions among stakeholders. Financial capias to do with the presence of the
resources necessary to meet development needgu&paapital entailed the bond created
through shared beliefs, norms and values all otiwkieveloped a culture of self-belief and a
drive to succeed. The school’'s success was alsomield by leadership that was distributed

across the organization - a case of multiple lesader
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CHAPTER ONE

MAPPING THE JOURNEY

1.1. Understanding the past for the present

This is a journey | have made to seek to developesdeep understandings of the phenomenon
of a “self-managing school” at a South African PaimSchool. To understand the present, a trip
into the past is necessary. South Africa’s histofy Apartheid has made it difficult to
comprehend the notion of a self-managing schoohaut awareness of the extent to which
apartheid practices have deeply inscribed and etelgrshaped schools. Spillane, Halverson &
Diamond (2004, p.22) argue that “the context off-selnaging schools depends on the

historical, cultural and institutional settingsvitnich it is situated”.

The education sector in South Africa has, for mgears, been in a state of turmoil. This has
been marked by the inequitable distribution of ascand opportunity for learners and staff
along axes of race, gender, class and geograpsitirdination. Between 1948 and 1994, the
white minority National Party government organisettiety and public schools in accordance
with apartheid legislation. The consequence of las been that all aspects of South African
education bore testimony to the apartheid ideolofyyhite supremacy, and the country was
perpetuated as “a society of inequality based @e’rdTask Team Report, Department of
Education, 1996, p.18). The National Education d§oAct of 1967, promoted inequality. This
was manifested by centralised, authoritarian céndfoeducation located within the white
Education Department (Christie, 1991). The apadtid@ology was characterised, inter alia, by
the prohibition of diverse race-based enrolmentsetools, differentiated administration,
organisation, governance and funding of schooliddferent curricula, examinations and
educators salaries. An example of this was ThewBB&ducation Act of 1953, designed as it was,
to reinforce passive acceptance among Blacks qfepeal servitude in a racist society. Thus
Black education was poorly funded, often taughteblyicators with inadequate education and
training. Schools operated in a bureaucratic arghlhiregulated environment. This led to

education in South Africa being fragmented, uneaual undemocratic.

The consequence of the inequality in educationthadattendant problems was that by the mid

1980s the Education Department was faced with mrostl complete system breakdown. There



was an increase in children who were not functigrigerate and numerate. Schools were also
experiencing high drop-out and failure rates. BA% was reported that 66% of the black
youth and adults between the ages 16 and 34 wectidnally illiterate (Hartshorne, 1992). The
racialised categorising of South African peopld8ksks, Whites, Indians and Coloureds, and its
underpinning consequences of legalised inequaéty to the struggle against apartheid within
education as much as in other sectors of societgoiling to Harber (1997), the outright
rejection of Bantu education began to change fr&861where an additional theme was added
to the struggle of inequality, which was the needetlucate for equality and democratic
participation (Christie, 1998). Alongside this Iirfastory, is the advent of democracy in 1994,
which brought about pressures on schools to respmehd confront more to the call to self-
determine, which is synonymous with the notionaf-snanaging. In this regard, Wallis (1989)
describes self-managing schools as institutionsrevipeople should have the opportunity to
participate directly in the affairs of the organiea, especially where they are affected by

whatever decisions are made and implemented.

Hence from 1996, with apartheid schooling beingallgg abolished, the newly elected
democratic South African Government introduced wryl of both provincial and national
legislation, with a view to transforming schoolstoinself-managing institutions (Cross &
Chisholm, 1990; Norval, 1996). All schools in Soutfrica were required to align themselves
with the values and provisions of the Constitutddthe Republic of South Africa which lays the
foundations for democracy, social justice and funeiatal human rights (Constitution of the
Republic of South Africa, 108, 1996). One piecdagfislation wasThe South African Schools
Act 84 of 1996, (SASAYhich was intended to make education equitable tamustil democratic
principles in schools and the broader society. SAfRfermines the architecture of the entire
system of self-managing schools, including issuésmanagement, finance, innovation,
curriculum, teacher ratios, development and actagdn, admissions, learner discipline and
support servicedn terms of Sections 20 and 21 Dihe South African Schools Act 84 of 1996,
many responsibilities have been devolved to thealdevel (SASA).

The intention of the introduction of self-managisghools was to remove most of the legal
constraints of central control moving to the fulirficipation of those at school level in
productive activities. It was anticipated that lloparticipation in decision-making processes to
implement the school's own vision to promote cudtuand professional development would

bring about improvement in education. Consequeittiywould create a sense of belonging



among the local community, parents and educatomedisas the sense of school ownership.
Supporting this view, the Department of Educati2g@00) claimed that each school contains a
unique mix of learners whose needs, interestsualets and aspirations are different. Hence each
school is best suited to determine the particulixrimterms of all of the resources available to
the school, to achieve optimal outcomes. The imfibn of the desired change to emerge from
the promulgation oThe South African Schools Act 84 of 1#9€hat effort is required from the
ground level for people to take ownership of schoglrovement, for capacity building of local
leadership and enhancement of people’s participatioschool affairs. The argument for self-
managing schools is that this will improve accobility and effectiveness at school level, as
compared to the general dependence syndrome pérmtilooking to the state as the provider of
everything. Many things have now changed within tbatext of education in South Africa.
These include discrimination and segregation incation (prohibited since 1994) and the
significant consideration for schools to becomef-selnaging. Yet it seems that policy
intentions alone may not have been sufficient wetlgping required outcomes, if not supported
by transformation endeavours, the necessary researed efforts of the people at the schools to

implement change.

There appears to be limited understanding amorgshSAfricans about what “a self-managing
school” entails, and how a school can bring thatcept into reality. Despite a plethora of
writings and research on the different principléSaoself-managing school”, detailed studies of
what entails a self-managing school and its ratatigp to teaching and learning are less
forthcoming (Harris, 2003). Hence, the implicatiasfsthis concept are often underestimated
(Bauer & Bogotch, 2006). In South Africa the terself-managing school’ has kind of been
‘hijacked’ and become restricted to refer to Sectl schools, those that self-manage their
finances (DoE, 2000). There exists a pressing probh this country in that the apartheid and
colonial-era education systems have resulted irda wariation between high and low achieving
schools, and a wide variety of resource levelstiexjsamongst schools. The general impression
is that the top of the range material conditiongh® school represent a good self-managing
school. This has also led to an assumption thdtresburced schools are synonymous with self-
managing schools (Caldwell, 2008; Bird, 1990). Sashumptions need to be challenged. The
desire to align self-managing schools just to fagalone may represent a narrow perspective of
the concept of a self-managing school. South Afiscaot an exception to the line of thinking

that a school’s financial strength is the sole raeasf what self-managing means. According to



Caldwell (2008), the drive towards self-managinigagds in Europe, United States and Australia

was also predominantly financially motivated.

This study hopefully provides a valuable lens tigtowhich to take a fresh look at this concept
and develop a deeper understanding of what itlentaihe South African context. The use of
the word “understand” in the study is informed bes/Burnham (1992), who suggests that to
“understand” is the cognitive exercise of graspmith the mind. In this regard, a conceptual
understanding of a self-managing school would meagerstanding the technicalities of the

concept and having knowledge of the processestitance school improvement.

Hence, this study argues that there is a deeperieimel notion to the understanding of a self-
managing school, than finances alone. The studyuvdsrpinned by the belief that attempts at
achieving self-managing status should be premiseith® understanding that a school should for
example, capacitate its stakeholders, manage d@sitey site, monitor learner and teacher
activities, market its proposed services to the roomity, generate revenue and possibly
entrench teambuilding relations. These are somehef hallmarks identified in literature

(Caldwell & Spinks, 1998; Chapman, 1990), that posverful vectors in providing the road

maps for developing schools into self-managingtunstns. Through this investigation, | hoped

to illuminate ways in which the School Managemeeafi (SMT) and educators regulate,
negotiate, contest and challenge issues of selbgiag and from these discover what factors

promote the progress of a self-managing schoolimvitie context of South Africa.

1.2. Statement of the Problem

Government goals and strategies towards the deweopof self-managing schools have seen a
range of projects initiated to raise school effemiess, enhance professional capabilities of
educators and support learning in South Africa ddaj Joubert, Mestry, Mosoge & Ngcobo,
2008). Despite SASA so clearly stipulating that 8T, educators, School Governing Body
(SGB), parents and members of the community arpldg a democratic and participative
management role in ensuring quality education rosts (Mohrman, Wohlstetter & Associates,
1994), it appears that this has not translated neddity in most South African schools. In view
of these factors | also took note of Coleman (19869 posits that an important contemporary

issue in terms of improvement in South African edion is an investment in upgrading the



quality of educators. It has become obvious thalutational policy is easier to change than
schools are” (Katzenmeyer & Moller, 2001, p.1).

Academic results of external school assessmentamguage and Mathematics, presented at
workshops by the Umlazi District Office of the Kwad Natal Provincial Department of

Education in South Africa, revealed high levelsuoflerperformance and high learner failure
rates. Schools tend to blame either the poor sufygon the Department of Education and/or the
lack of finances as major reasons for their lowfqremances. This is a matter of growing

concern. A key feature of self-managing schoolshes expectation that they should provide
enhanced learning. Yet, there is an increasingsegain that not many schools are achieving
such improved results or indeed the deeper senselfemanaging. There seems to be an ever

growing gap between the expectations in legisladiath actual delivery at schools.

There is an outcry of very low academic performaincthis country which suggests that many
schools are probably struggling in terms of becgnsielf-managing institutions (Thurlow, Bush
& Coleman, 2003). This implies that schools aresfmg not managing to mobilise their own
people and the community to take the necessarg stegeal with their own challenges. In this
regard, the general standard of South African edutas well below parity with other
developing countries. This is evidenced in somemptas, such as the report on: The Trends in
International Mathematics and Science Study (TIMBE9), which indicates that when South
Africa last participated in a particular internait# assessment exercise, it came last out of 39
participating countries. A second example was piediby the SABC News {9September
2011), which reported that only 27% of learners vemoolled in Grade One reached Grade
Twelve successfully, whilst the other 73% dropped af the system for some reason or the
other. In another example, Ndoye (The Teacher, t2eipr2011) reports that from 1995 about
80% to 100% of children in South Africa attend basducation, but the quality of such
education is far from satisfactorfhe 2010 systemic evaluation of Grade Three learirer
primary schools indicated that just half the numifechildren who wrote regional Literacy and
Numeracy papers are achieving their learning objest{The Teacher, February 201T)he
stark reality is that some 60% to 80% of schoolSauth Africa today might rightly be labelled
dysfunctional.



Funding shortages, attributable to various factars,said to limit school improvement (Dalin,
2005; Hawk & Hill, 1997). Timperley, Smith, Parrafwvay, Mirams, Clark, Allen & Page
(2004), report that parents and educators rarelyicgete in school issues. Their limited
participation in educational matters could meant ttikeey are unlikely to exercise their
accountability roles effectively. There is alsoraal possibility that many South African schools
are still adopting conservative organisational &triees, such as top-down leadership and
management approaches, without changing the culfutiee organisation. Furthermore despite
the devolution of significant authority to schoasich schools in their pursuit of improvement
seem to disregard and/or fail to secure viablengaships. In the same vein, Rae (2005) claims
that educators are forced into administrative warkrload, at the expense of their pedagogical
functions; and role complexities have the potentialcause conflict among the staff. Such
factors could disadvantage the development of dsi{@alin, 2005).

Despite the mass of legislation, policies and neteahe above observations signify that the
level of readiness for schools in South Africa éif-snanage is generally still very low. This
means that despite the intention of the governrteetransform the poor quality of education in
the country with world class policies and legigiati the outcomes point to the fact that the
notion of self-managing schools in South Africa et really taken off the ground. This
situation is not unique to South Africa; other ctrigs, such as New Zealand (Wylie, 1997),
Australia (Townsend, 1997) and the United Statemitf§ Scoll & Link, 1996) are also

experiencing similar problems with the progressamis self-managing schools.

After twenty eight years immersed in the schooteysas an educator (eight years of which as a
SMT member), | developed an interest in demystgyime concept of “a self-managing school”,
by pursuing an in-depth case study of one schdot 3tudy was devoted to understanding what
a self-managing school entails. With the convictibat the value of both the members of the
SMT and the educators can hardly be overemphasisatbnsidering the success of any
educational undertaking, the study focused on tigerstandings of the members of the SMT
and educators of a self managing school, and hasvntlay impact on all aspects of school
practice. Crucially then, what became my two maotivating questions were: What is different
about a self-managing school from any other schi@@hools need to grow in self-managing,
what is it that they should be doing? AccordingCaldwell (2002) the requirements for self-

managing can no longer be readily attended to mvewotional ways. Instead it calls for new



knowledge, and new ways of thinking and differekills As such, | now move onto the
research questions which guided this study.

1.3. Research Questions

1.3.1 How do the school managers (SMT) and lewel educators understand and experience
the notion of a “self-managing school” in the SoAthican context?

1.3.2 What are some of the factors that proriealevelopment of a self-managing school?

1.3.3 What can be learnt from the policies and practinethe selected school, with regard to

“what it entails to be a self-managing school?

The research questions were the vital tools tha¢ weed to gain the participants’ perceptions of
what entails a self-managing school. By interpgetiow the members of the SMT and level one
educators understand and experience the notion ‘@el&managing school” in the South
African context, | hoped to investigate the creatand active ways in which these stakeholders
think, feel and behave in practice, in relationgsues of self-managing. The purpose of these
guestions was to explore the features of a selfagiag school through the ways in which these
stakeholders engage with issues of self-managihg.study also aimed to trace the factors that
contributed to the school's success and how memieteke SMT and Level One educators
responded to challenges that have been fundamensahool development and improvement.
The dominant issues that emanate from the study, regard to “what it entails to be a self-

managing school” might be the bases for shapirgfar®naging school.

1.4. Significance of the Study

The rationale for undertaking this study was infechby my personal experiences. As a newly
appointed Head of Department (HoD), | grappled viite many challenges of understanding
and implementing the principles of this “monstef” @ self-managing school; as my duties
required me, for example, to develop skills of pgyative management, consultation and a
democratic style of leadership. As a child | ateshdraditional schools, and later taught in
traditional schools in South Africa. The schoolatthtaught in and was promoted to in 2005
seemed to be beset with problems such as autodeatti=rship, limited accountability and

ineffective use of resources. Effective skills aral in the functionality of a self-managing

school and as such, lack of skills could have doumted to the unsatisfactory levels of



achievements in these schools. Hence, the studiifidd a variety of strategies for school
development and improvement. In this regard, Col@f03) claims that improvements are
unlikely to be generated automatically but dependte extent to which, and the manner in
which, a programme is adopted by those it is design serve. Such understandings can provide

the scaffolding for my and others’ future careedeavours.

The poor academic results in South Africa, invdyaompromise the quality of children’s lives

and learning experiences in schools. This indic#ttes official policy prescriptions are not

enough to challenge or change strongly held behéisut schools. This study contributes to
knowledge regarding what goes on at ‘ground leugla school, in terms of focusing on the
unique context and circumstances, real life managenand leadership experiences with
emphasis on tasks as well as people. This is umheg by how members of the SMT and
educators make meaning of and engage with issugslfainanaging on a day-to-day basis. The
business of operating a self-managing school imnaasy task to attain in totality; therefore the
biggest challenge is “how do you manage everythikRgdm the reported success story of the
case school, the implications of these participamsstructions of a self-managing school made
success seem attainable and could motivate schioamisare struggling to persevere towards
greater achievement. In the same vein, challeng@sdct as barriers towards self-managing
were brought to the fore.

Literature theorising and explicating spiritual tapfor the development of self-managing
schools has been paid scant attention to schoakespa education research, leadership and
management forms of discourse are usually givemauy; although it is noted that sound
leadership and management draws on spiritual d¢agitd these two are not and cannot be
enemies. The spiritual implications on how selfAaging schools can progress have largely
been unrecognised and therefore under-researcleslisTapparent in thBational Education
Policy Investigatior(National Educational Policy Investigation, 1998)ich is silent about the
inclusion of spirituality in the education systemdaeach structural and sub-sector focus. It is
important that educationists begin to recogniseitapl capital as an important element for the
development of South African schools. In this respehile the study delves deeply on the four
elements of capital, namely: intellectual, finahcsocial and spiritual, this study opened up a
relatively unexplored terrain for theoretical arsagyby examining how spiritual dispensations

manifest in practice at the school.



| believe that this study is also significant is focus on “multiple leadership” or “distributed
leadership” as the main route towards driving thecess of self-managing. Here, the work of
Stoll & Fink (1996) recognises that there is cotioec between distributed leadership and
schools that are described as progressing. In ridggrd, progressive schools create an
environment in which people within are able to gromto leadership. While such a view of
leadership may have been implicit for many yearsyas not explicitly theorised for self-
managing schools. Although the study viewed thé tafs the principal as one who was
responsible for holding the pieces of the orgamsaibgether (Harris & Muijs, 2005), this study
opened up a terrain for theoretical analysis byrerang how distributed leadership manifested
in the understandings and practices at this sci&aih practices that were considered are those
that are sufficiently robust and that conveyed nregmto such concepts as ‘participative
management’, ‘equality’, ‘less-hierarchical’, ‘camious learning’ and ‘empowerment”, and
leadership which provides a safe environment, ahitlwencourages openness and trust were
brought to the fore. A culture of this kind is cheteristic of an excellent school, which enables
everyone to work constantly to establish new antiebestandards of performance in every
sphere of school life. In the same vein, schoas déine places of inequality, where the powerful
dominate and deny others their voice, and thehitrig hold leadership positions, may hinder

development towards self-managing.

1.5. Outline of the Report

At the beginning we need to have an idea of whabmect on this trip. This section signposts

my route through the journey. The report is madefugight chapters.

Chapter One introduces the problem. As such, ivigdes insight into the background of the

study, statement of the problem, its focus, thicatiquestions and the significance of the study.

Chapter Two reviews literature. However, throughitn report, | still draw from literature to
enable connectivity and deeper understanding oksat stake. In this chapter | examined the
concept of a self-managing school. | then unpacked explored elements influencing the
advancement of a self-managing school, such asttatisation, autonomy to make decisions,
participative management, responsibility and actaihty, less hierarchical structures,
equality, co-operation, networking, capacity, snsfle, school structure and culture. | also

examined and developed an understanding of leageesid management and the roles of



leadership and management in a self-managing schidds was followed with broad
discussions of international perspectives of selftaging schools in countries such as Australia,

England, United States of America and New Zealand.

Chapter Three explains the theoretical frameworkiligg the study namely: capital and

distributed leadership theories. For the purposthisf study the four elements of capital, and
distributed leadership that formed the organisnagnework for understanding and developing a
self-managing school were described as separateerts. However, it must be remembered

that, within a school, these elements are intengdgat in nature.

Chapter Four explains the research design and ety | adopted. Through this discussion |
located the study within the interpretive paradigmeported on how | used purposive sampling
strategy to select the research site and partitspamdentified and justified the data collection
instruments used. | then explained the data amajysicedures and concluded with issues of
trustworthiness. | justified these choices andrththical implications in relation to this study. |
then gave an account of the analytical frame | usedork towards answering the research

guestions.

The next three chapters namely: Chapters FiveafikSeven present and discuss the findings.
Given the depth and complexity of the data, | deditb present and discuss the findings in three
chapters. Chapter Five presented the broad pmffilee school context, emerging from my tour
of the school through the transect walk. ChapteruBiveiled and discussed the verbal accounts
of the participants’ voices, emerging from the wndiial and focus group interviews with the
participants. It projected ways in which the SMTdaducators understood and experienced a
self-managing school within the context where tledg was undertaken. Chapter Seven
presented and discussed key practices in the sc¢haelation to the self-managing process.
Photographs and tables were used to ground thm@igdThis section included the participants’

voices; however the bulk of the findings came fralmservation and document analysis.

In Chapter Eight | concluded this report by summupgthe main findings in relation to the
research questions posed at the outset of the .studbflected critically on my study and

identified some limitations, before closing with ath considered to be my thesis.
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CHAPTER TWO

LITERATURE REVIEW: EXPLORING THE NOTION OF A SELF-
MANAGING SCHOOL

2.1. Introduction

On the basis of the problem stated in Chapter @& chapter focuses on the related literature
to bring forward an overview of the current thebase on the phenomenon of “a self-managing
school”. This is a fairly lengthy chapter consiagrithe number of aspects that the literature
review explores, all of which are crucial to andiepth understanding to what is meant by a self-
managing school and the issues that shape it. &fet of the sections positioned in this chapter
is substantive enough to stand alone in a sepatapter; as the sub-themes are strongly

interconnected.
The literature review:

» Commences with a discussion of the concept sélf*managing An in-depth
understanding of “self-managing’ is fundamentahig pursuit of an exploration of the

phenomenon of “a self-managing school”.

» The second section of the review is an attempt Xploee meaning rather than a
definition of a Self-managing school’Whilst there seems to be no model of a self-
managing school readily available, to provide aarcldefinition of a self-managing
school, there are some hallmarks and legal issudgerature that clarify how self-
managing schools may be constructed and the intioinsa for stakeholders. This is
premised on the notion that although each schoainigue with its own contextual
issues, there are certain core values and prirscifflat are common to all schools.
Characteristics of schools discussed here condexentralization; the school’s capacity
to lead and manage itself, active participatiovarfious stakeholders, decision-making,
the school as a learning organisation, commitmeméaching and learning, and sharing
of knowledge and skills (DoE, 1998).

> Next | examine and develop an understanding of athwal leadership and
management, and the role thereof in a self-managghgol. This study explores the type
and quality of leadership and management in a $cihad is likely to have a strong

influence on the success or failure of a self-margagchool.
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> Finally, | examine self-managing schools in cow#rsuch as Australia, England, United
States of America and New Zealand. These are dearttnat are recognised as being
successful in developing effective self-managingosts. In view of the complexity and
depth of the concept of a self-managing schoad|tithat working from this perspective
would promote greater reflection on the conceptd am understanding of what

influences participants’ constructions of meanind practice.

2.2. Understanding “Self-Managing”

It is only through identifying and examining thdliential characteristics of self-managing that
a deeper and holistic picture of a self-managirigpstcould emerge. Influences flowing out of
the nature of ‘self-managing’ tend to shape andctire what happens in a self-managing
school. As the notion of ‘self managing’ is not dbized to education, it is important to

understand how it came about and where the nofiselbmanaging originates.

The origins of the self-managing concept lie in ke 1940’s and early 1950’s, emerge from
efforts to find organisational forms that would fphehcrease productivity in post-war Britain
(Van Eijnatten, 1993). Researchers from the Tawkstostitute in London discovered coalmines
in Durham in which miners worked in highly autonamogroups. The productivity of these
teams was higher, while absenteeism rates provezk ttower than in the more traditionally
organized mines. This discovery sparked the devedmp of a new theory of organisation,
labelled Socio-Technical Systems Design (STSD) wkicused on optimising the technical and
social subsystems within the organisation (Van d&ipn, 1993). The first of these subsystems
involved technical equipment and process layoutleathe second refers to people carrying out
the work (Cohen and Ledford, 1994). From these gatkra description of ‘self-managing’ as
the ability to manage one’s own affairs. This imldd becoming resilient in various complex and
demanding circumstances such as management afftastructure, the equipment and human

resources for optimal and effective use.

There are similarities and fundamental differenicegach country that forced transformation
towards self-managing. For example, in Western t@s) the motive for self-managing has
been linked to the recognition of long term maa&wel economic and political change. In most

Eastern countries on the other hand, the changes Ia@en introduced during revolutionary
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periods (Govinda, 1997). The most dramatic exampfegevolutionary situations that led to

large-scale self-managing are:

. Communes in Paris during the French Revolution/®2t1793.

. The Paris Commune in 1871.

. Soviet Councils in the early stages of the RusRiavolution in 1917-1918.

. Workers' and soldiers’ councils in Germany in 19989.

. Factory councils in Italy in 1918-1920.

. Collectives throughout Spain during the revolutad civil war of 1936-1939.
. Factory committees in Hungary in the 1956 uprising.

. Action committees in France during the revolt ofyMaine 1968.

. Self-managing organisations in Chile in the ealyQds. (http://libcom.org/library/lip-

and-the-self-managed-counter-revolution-negation).

In the above cases and others, major social, gallitand economic activities have been
organised by the workers or population concernetthoart the need for bureaucracies, managers
or political elites to tell people what to do. Thine body of literature on self-managing has its
origins in revolutionary episodes; such as, workbet have taken over and run factories; self-
organised groups that have handled distributiofoofl, goods and health care (McCulloch &
Richardson, 2000).

In industry, ‘self-managing’ may imply that it iké workers who decide what direction the
business should take, what products it should naakkthe prices to be charged. Similarly, in
education “self-managing” would involve decisionkimg at the organisational level for

improved accountability, whereby the stakeholdéentselves agree on choices, for example
educators take decisions on issues of improvinghiag or division of tasks at school (DoE,

2000a). Using the idea of self-managing from indyshe more schools run on principles of
choice and interconnections of various stakeho]dbesstronger the capacity for self-managing

becomes (Hargreaves & Fink, 2006).

It is through examining groups in industry thategsemblance to the practice of self-managing
emerges. It is noted that the skilled and bettecatkd workers tend to become representatives,

while others may remain apathetic (Lenin, 1918)If-®anaging is intended to promote
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participation by, and the competence of its mentbprsHowever, given the opportunity to
participate does not necessarily guarantee a vgiglerad of stakeholders. The claims by Lenin
(1918) are reflected in the school environment whéne skilled and better educated
stakeholders tend to participate, whilst the ledscated and socially disadvantaged may be
reluctant to get involved. However, in terms off$elnaging, participation in school affairs is
central to the “core of schooling, teaching andregy...... supporting the development of
human, social and financial capital for schools #rar students” (Driscoll & Goldring, 2005,
p.61).

Consistent with the relevant principles of self-mging, self-managing organisations are
intended to promote independent decision-makingagement, self-reliance, self- motivation
and self-determination to increase their outputald@ell & Spinks, 1988). To achieve these
objectives requires a wide scope of activities,hsas goal setting, focusing, planning,
scheduling, task tracking, self-evaluation, setémention, self-development and much more.
Combined, such factors in addition to a wide raofjgnowledge, skills, tools, techniques and
strategies become the driving force of self-manmggi@larke, 2007). Thus Bordia (1997)

supports the view that self-managing dispels theonoof strict hierarchical structures and
values. He adds that the culture of self-managaogires flexible structures which allow people
who are innovative, creative thinkers and those wiake good decisions, to transform the
organisation as compared to having members who lgif@iow instructions. Such values

promote a spirit of self-managing.

Further to the above, self managing organisatioage henabled people collectively and
individually to take a great deal of control oviee tthings that affect their lives (Stott & Walker,
1999). In this regard, Gordon (2002) argues thalevho one is forced to participate, by
adopting a self managing approach, stakeholdergigem an opportunity to contribute toward
decision-making. Within this frame, self managimydlves a comprehensive and intensive
approach to achievement at grass-root level. Whi®89) qualifies the above views by saying
that it is not necessary for each person in thegto be identical in personality or that they
should agree with each other. He cited an examgiere a member (Mary) of a singing group
had suggestions or strong opinions about the irg&apon of a piece of music. Although the
group thought Mary's views were based on more éxpeg and accepted her views for that
reason, they did not give her any automatic or peent control over all decisions regarding

that issue. This example underlines the implidmgple of decision-making for self-managing,
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which should be based on collective decision makimegotiation, consensus, and respect for
each other's skills, views, experience and indizidyr In this regard, Levin (2001, p.153)
advises that a consultation decision-making apprazn be useful in moving an organisation
forward as it is a ‘useful way to gather informati@nd promote learning...... or may be simply a
way of trying to defuse opposition” and conflictete self-managing is a response to meeting
individual, collective and systematic needs of dnganisation, in ways that sustain equilibrium

while moving in the direction of improvement.

Whilst it is considered important for people to getolved and take control over matters that
affect them, in the same vein Brooke (1984) quastwhether all of them have the necessary
knowledge and skills to make informed decisionssdme cases people would rather prefer
others to make decisions on their behalf, which sdo®t promote accountability and

responsibility for decisions taken. Whilst some gde@refer that others make decisions on their
behalf, Williams (1995) argues for decision makimgconsensus, where there is input from all
concerned. Brown (1990) maintains that one of #etors that hinder the progress of self-
managing is that it is difficult for those holdipgwer to relinquish their authority. This suggests
that decisions taken by consensus could be vefiguifto achieve as it often creates tensions
and conflicts amongst members. Thus in many casésmanaging is associated with power

struggles, which could lead to harassment and witlihg of opportunities to participate in

decision making (O’Hair, McLaughlin & Reitzug, 2000n such cases members may respond

with infrequent, non-interactive or become limitedheir participation in decision making.

Consequently decision making taken at all timesftbe same members, without much input
from others, is contrary to the principles of seinaging. As such Fullan (2001) postulates that
self-managing thrives in situations where bureaicrar professional controls are flexible,
where the stakeholders involved have somethingitribute and the people working together
are reasonably small in number. This means thahifgit performance of self-managing much
attention should be given to selecting the righagbe for the job. Lee (2012), in the “Teacher”
suggests that there has to be a great deal o$ s$ialihing for effective, true and genuine self
management to take place, as it is about peoplentieg engaged in learning conversations,
coaching, developing, and having a clear picturelodre they are going.
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| would argue that while the origin of self-managimay have stemmed from revolutionary
episodes, the most important driving force of setfhaging in South Africa is the political and
economic inequality which formed the landscapehaf tountry for many years. The concept of
self-managing signals a strong investment in thacyples of democracy as a top priority,
whereby it advocates removing strict hierarchyehucratic rules and regulations, and suggests
strategies for addressing issues of inequalitytr@an (2001) describes this requirement as the
“democratic threshold” of self-managing which dab@s more people at grassroots level to make

decisions over issues that affect them.

In this way self-managing can be likened to a jeyrthat actually never reaches a destination. It
is an evolving process (Caldwell, 2005). Like alljneys, the self-managing journey entails an
understanding of where one is heading and whakpeaed of the people who are on the
journey. Concentrating merely on certain aspecthenourney may mean that the real points of
value and the myriads of experiences encounter@igahe way are missed. Therefore, it is
important to consider and view the total journeg at that it entails. Since my study focused on
exploring what it entails to be a self-managingosthl intended to explore the concept from

various angles.

Next, using the literature review, | attempt toidefa self-managing school and develop an

understanding of the major characteristics of tbhimplex phenomenon.

2.3. Understanding the Phenomenon of “a Self-Managg School”

This section begins with a broad outlook over tbheceptual and theoretical perspectives, in an
attempt to understand the phenomenon of a self-gvagaschool. The word phenomenon,
according to McWilliams (2004, p.1), is derivedrfradhe Greek word ‘phainomenon’ which in
its verb form means ‘to appear’. Phenomenon hderdiit meanings within various contexts.
Within philosophy, phenomenon refers to grerceivedevent that may be experienced with a
consequent conscious awareness through sensesiadsl Ahenomena from this perspective
are understood to be interpreted subjectively at thur perception of events is influenced by
individual, social, cultural and contextual factohs social science, phenomenon may refer to
individual and social behaviour. In my thesis therdvphenomenon is used in the context of

phenomenological social science field researchrafets to the “lived experiencasf a self-
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managing school as perceived by the participamsdiscussing lived experience within
phenomenology Burch (1990, p. 1) draws on the wbi&chutz (1967) and says:

Meaning does not lie in the experience. Rathersé¢hexperiences are meaningful which
are grasped reflectively.... It is then, incorrecot say that my lived experiences are
meaningful merely in virtue of their being expeced or lived through.... The reflective

glance singles out an elapsed lived experiencecandtitutes it as meaningful.

In discussing the phenomenon an ontological framkewaas developed around which | have
provided an overview of the nature of a self-manggschool, its meaning generally and its
application in practice. The discussion then nasrdawn to the examination of key concepts on
self-managing schools, by establishing the meartimg,essence and nature of the concept. It
further outlines key legislation that had been &thdo nurture and develop self-managing

schools in South Africa. | now consider what is miday “a self-managing school?”

Recently self-managing schools have become thesfaducurrent reforms in education in
countries such as Australia, New Zealand, Unitetgom and Canada. Worldwide in countries
such as Britain, Australia and New Zealand, numer@ums found in literature are used to
describe the concept of “self-managing schools”jctvhinclude self-reliant schools, school
based management, site based management, locajjenagiat of schools, school-based decision
making and autonomous schools. In South Africaténe self-managing schools commonly
used. Transformation to self managing schools @npigated by law. For example, in the
United Kingdom the Education Reform Act of 1988tmastured the educations system through
grant maintained schools, local management of dshaod open enrolments (Caldwell and
Spinks, 1988). The 1989 Education Act in New Zedlastablished self-managing schools as
Crown entities, and gave responsibility for the adstration and management of schools to
elected Boards of Trustees (Nusche, Laveault, MattBand Santiago, 2011). The South
African Schools Act (No. 84 of 1996) (SASA) is hetheart of transforming education in South
Africa, promoting the design of a partnership ba&mwaeall people with an interest in education.
Central to each of these acts is the suggestianstieols will be improved through the joint
efforts of parents, educators, learners, membeteofocal communities and various education

departments.
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Self-managing a school proposes that the schoolmomty will “take charge” or “take
ownership” of their school, by setting its own diien and adapting mandates to fit their school
vision. It involves a system which is deliberategeated to bring government to the local
population as well as give its members a sensevalivement in the processes that control their
daily lives (Reddy, 1999). According to Hambletd®87), it provides an educational setting in
which democratic habits are acquired, practisedahwnced. In reality, however, such a view
presents an oversimplified picture of what a se#fnaging school is, and how each aspect
impacts on the other.

Given the unique and highly complex nature of tbacept of a self managing school, it is
seemingly impossible to pin down the concept witle dundamental definition. Although there
are various attempts by different scholars at d&ginhe concept, the general sense of support
for understanding the term in this study was largefluenced by Caldwell & Spinks. Caldwell

& Spinks (1988, p.5) define a self-managing sclasol

One where there has been significant and consistecéntralization to the school level
of authority to make decisions related to the allomn of resources. This

decentralization is administrative rather than pictl, with decisions at the school level
being made within a framework of local, state otior@al policies and guidelines. The
school however, remains accountable to a centraheuty for the manner in which

resources are allocated.

Along the same lines Malen, Ogawa & Kranz, (citedAbu — Duhou, 1999, p. 42) provide
another view:

Self-managing schools can be viewed as a form oérdelization that identifies the
individual school as the primary unit of improvernand relies on the redistribution of
decision making authority as the primary means tigiowhich improvements might be
stimulated and sustained.

The common understanding to be derived from thes$aitions is that power has been shifted
from central control of the government to the autijcand responsibility at school level. The
main objective is to create an environment wheeeldical people would be able to participate
and take decisions in educational processes irr tod@make it more meaningful for them. The

Central Education Department becomes more focusediedining policy and formulating
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strategic plans than in the day to day administrabf schools. In this regard Dalin (2005);
Robinson, Ward, Timperley & Tuioti, (2005) and leiood, (2001) note that the transfer of
responsibility to schools is generally accomparbgda strengthening of accountability to the

school unit, so that decisions can be made relairige allocation of resources.

With regard to decentralisation in South Africathwn the School Education Act No.6 of 1995 a
most significant piece of the legislation was foundsection 3(j). This section of the act states
that state involvement in school governance shbeldimited to the minimum level (SA 1995,
sec, 3j). This trend towards devolution of power sthools, which made schools more
accountable, was consolidated in the South Afri8ahools Act No 84 of 1996 (SASA). Even
though it is difficult to assess the effectivenedsthese structures, their presence created
awareness, and prompted the forming of a Schoolalglement Team (SMT) and School
Governing Body (SGB) to transform the school int@edf managing community where the
principal, deputy principal (DP), heads of depanm@ODs), educators, learners and parents
could participate constructively in major decisidhat affect them. In this country, by means of
the SGB, parents are given authority in the govereaf the school. A “self managing school”

is formulated mainly in two sections of the Soutiniéan Schools Act, 1996:

1. Section 20, which gives the school, amongst atheortant functions, responsibility for the
development of its own governing body constitutiarmission statement, a code of conduct

and to plan their curriculum within the nationatreculum framework.

2. Section 21, gives schools extra allocated functionsontrol their own finances and extra-

curricular functions (Department of Education, 2000

At the heart of the SASA is the principle that eadmool should be on a path towards self
managing if this has not already been establisBASA 1996, section 16). The Department of
Education (2000b) provides that in order to enghee move towards self managing schools,
legislation and policies make provision for the noyement and growth of the school to be the
responsibility and accountability of all stakehaklef the organisation. This includes the SMT,
SGB, educators, learners, parents and the commumiiy are required to work in partnership
with a number of delineated responsibilities. Thasdude the maintenance of records of
property, updating of records reflecting the acadephysical and financial status of the school
and the implementation of necessary actions onaektated problems. Partnerships with other

schools, Non Government Organisations (NGOSs), feieaterprises, and local communities are
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also encouraged. Whilst self-managing schools ddmaganisational structure, yet on occasion
a more fluid structure is required, to allow for difccation (Rosenbaum & Gajdosova, 2003).
Consequently this places an emphasis on the maragemnd leadership of the school. This is a
significant change from an era in which the roldhef school was to effectively administer the

processes and procedures set out by the DeparthEducation.

The South African government has categorised satfaging schools as both Section 20 and 21
schools. There exists, however, a misconceptionngstomany stakeholders, that Section 21
schools, which are bound by financial consideratjcare in fact authentically self managing
schools (Bisschoff & Sayed, 1999). What seems tergen from my understanding is that
schools that have limited finances are categoresedragile and vulnerable; whereas schools
with strong finances tend to find it easier to coamoh respect as self managing schools. In this
country, where schools demonstrated that they wapable of managing their school finances
independently of the Department of Education, tasy granted Section 21 status. Provision is
made for those schools to be provided with a luomp §inancial allocation, determined on the
basis of per capita requirement. In this way thayehgreater control over the management of
their own affairs. Caldwell (2006) referred to tlpproach as earned autonomy. My study is
based on the presumption that all schools arens&ffaging to varying degrees. There could be
Section 20 schools that are not financially secome better prepared than Section 21 schools in
terms of self managing. In this regard, such saheet into motion the behaviours appropriate
for self managing, create opportunities to use nabiigs power and control vested from central
level, strengthen decision making skills on sigmafit matters related to school operations and
keep abreast of the new knowledge and understar{@ogkey, 2000). Seen in this light, the
above aspects invite assertions that reform isicgipé to every school. It would therefore be

expected that all schools strive towards ‘earnthg’status of “self managing”.

Defining a self managing school is more complextheay at first be apparent. It is clear that a
self-managing school is more complex than whatpfears. It is not practiced as traditional
schools were. As such, Harris (2004) argues thett sahool needs to embrace a structure and
culture that promotes its development towards ¢ihat self managing school. In this regard, the
study leans on the views of Honing & Hatch (2004,7p who argue that self managing reforms
should address coherence in both “inside the schatl and “outside the school in”. This
implies that both the school and its various agbate important roles to play, and need to work

together in helping to strengthen the school perésrice. Caldwell & Spinks (1988) identify
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knowledge, time, money, technology and power a®rgsd aspects in consideration and
understanding of the concept of a self managingaci hese issues inform a major part of my
theoretical framework and consequently my dataectthn, where | sought to investigate how
each of these issues are explicitly accompaniedftayts, if any, to develop the case school. |

defer the discussion to Chapter Three where thgsects are dealt with comprehensively.

The next section determines some of the elemerasseff-managing school.

2.4. Elements Influencing the Advancement of a $emanaging School

In order to understand the concept of a self-margagchool, this study examined a number of
issues, such as decentralisation, autonomy to nuEasions, participative management,
responsibility and accountability, less hierarchistructures, equality, co-operation, net-
working, capacity, small size, restructuring andketing. | have also considered these issues in

the South African context.

2.4.1. Decentralisation

Conyers (1983), like Rondinelli (1981), broadly idet decentralisation as referring to any
transfer of authority in a state, to plan, makeisiens and manage public functions from the
national level to any organisation or agency at shb-national level. Similarly, Dubois &
Fattore (2009) define decentralization as the gobt devolving decision—making authority
down to the lower levels in an organization, rekly away from central authority. In essence,
decentralisation suggests that key resourcesamsférred to local organisations, which are then
controlled by those who use them. For examplegtieesid include a range of strategies used by
a school aimed at improving their finances, indreaparental and community involvement and
delivery of education services (Leithwood & Menzid998). Literature refers to four major

types of decentralization namely: De-concentratidelegation; Privatisation; and Devolution.

De-concentrationnvolves the handing over of some administrativinauity or responsibility to
lower levels within Central Government ministriesdaagencies. It involves a shifting of
workload from centrally located officials to staif offices outside the national capital. It allows
the local staff some degree of decision-makingrdigan that can enable them to make routine
decisions and adjust the implementation of cerdiedctives to local conditions (Harris &

Spillane, 2008)Delegationrefers to the transfer of managerial responsibfiity specifically
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defined functions to organizations outside the l@gbureaucratic structure. It implies that a
sovereign authority transfers to an agent specifigdttions and duties which the agent has
broad discretion to carry out. This implies thatlswrganisations or agencies to which public
functions are delegated tend to have semi-indeperadehority to perform their responsibilities
(Brown, 1990) Privatisationis a process through which governments have digdg¢beEmselves

of responsibility for functions either by transieg those to voluntary organizations or by
allowing them to be performed by private entergrida South Africa 2.8% of the total school
population is privately run, which means that isef-funded.Devolutionis the most extreme
form of decentralisation which denotes the creatind consolidation of independent levels and
units of sub-national government, whose activitiess substantially outside the direct control of
the Central Government (Brown, 1990). In this studgvolution implies the divestment of
functions by the central government and transfgrahownership to those closest to the action.
Increasing the process of democratic decision ngakiloser to the service users, suggests
improving and developing from within (Barth, 1990gnce there is a tendency to increase the

relevance and quality of educational delivery.

The principle of devolution of education has mastlecation to public schools in South Africa.
In keeping with the principles of democracy, thepansibility for South African education is
devolved to schools, with the belief that it woelkrcise the ‘power of the people’ to improve
efficiency and bring greater effectiveness (Teichl®98). For example, the government uses a
funding formula to allocate financial resourcesc{sas non-staff items) to schools as laid down
in financial regulations. Schools may spend theseurces as they wish, however, the principal
and the members of the SGB are held accountablgehformanagement of the delegated
resources. In this context central planning bodmseasingly concern themselves with
providing broad frameworks and designs, but leagtitbd planning to individual schools
(Schermerhorn, Hunt & Osborn, 2003). Stakeholdersugh consultation with other players
have the freedom to make their own arrangementsrédiog to the needs of the organisation
which are not borne by the state (Harber, 199%)ef@mmple school fees, improvements to the
physical plant and extramural activities. Thus;ah be argued that whilst devolution structures
are set up granting schools authority to manage tven affairs, it does not guarantee self-
managing schools. Without real involvement from tiembers, self-managing schools become
a mere extension of traditional schools. Schodferefore, have to invest in on-going

advancements to cultivate the depth of culture sesry to support and sustain the reform
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(Levacic, 1995). Thus this study wishes to probis fiarther by investigating the SMTs’
understandings and experiences to participateeinidly-to-day functionality of their school.

2.4.2. Autonomy to Make Decisions

Primarily what autonomy entails, as articulatedHil, Smith and Spinks (1990), is that instead

of having decisions imposed from a central bodymivers have the authority to make decisions
themselves. The notion of ‘autonomy’ in this studfers to several different aspects of decision
making, such as funding, allocation of resourceasndn resources, social services and the

management of property.

Newmann, King & Rigdon (1997) identify varying degs of autonomy within an organisation.
These are categorised into four broad categofiéaili autonomy— applies when decisions are
taken within the limits of the law or the generagulatory framework, without the intervention
of outside bodies. This would not preclude schdas consulting with higher authorities at
times for support on decision-making. This chalenthe stereotypic role of the Department of
Education as primary decision-makers, and replativegn with a more supportive role for
schools, and their decisions. In the context oftlsédrica, schools are granted full autonomy in
certain areas such as the management of non-tgashaff, or SGB paid staff, fund raising
drives, improvement on the infrastructure of thhagd, and co-curricular activities offered by

the school.

i) Limited autonomy This is when decisions are taken within a sgretietermined options or
approval is obtained for decisions from a highaharty. An example of limited autonomy can
be found in Malta, where schools are quite fremise funds whilst they do not have autonomy
on how to spend this money. A fairly similar siinatis to be found in Estonia and Spain, where
only the purchase of movable goods is made atigoeation of schools (Fisman & Gatti, 2002).
South African schools also share limited autonomyeducation is governed by a system of
cooperative governance, with power shared by thigoha and Provincial governments. The
fourth schedule of the South African Constitutidates that ‘education at all levels, excluding
tertiary education,’ is an area over which Natioaadl Provincial governments have concurrent
powers (RSA, 1996). This means that both NationdlRrovincial governments can legislate on
any matter concerning non-tertiary education (D2&)8). For example, the Constitution of

South Africa, Section 29(2), grants each learnerright to education in any of the 11 official
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languages of his/her choice in the name of equity lastorical redress, however, realistically
education can hardly be served in all official laages. Thus, Section 29(3) enables schools
some authority to select their medium of instruttiwithin the guidelines offered by the
Department of Education. Another example is foumgbalicy initiatives such as the National
Curriculum (CAPS: Curriculum Assessment Policy &tatnt), which sets out the suggested
approach to the curriculum in the country. Howevaower is devolved to schools, where
schools have a significant say in how the currioultan be used to suit the needs of the school

and the learners.

iii) Organisations are considered towihout autonomyvhen they are prohibited from taking
decisions in a given area. For example in SouthcAfrthe National Educational Policy Act,
frames the policy of open enrolment, which mears kparners living outside the feeder zone
are not precluded from seeking admission at whieheehool he or she chooses, provided that
the parents meet with certain condition such asneay of the fees. The school has no authority

to prevent such an admission.

iv). The fourth category appears in the organisaictructures of some systems; for example in
some countries the administrative body and/or l@ahority may choose whether or not to

delegateheir decision-making powers in certain areas &ditganisation.

Basically, the amount of autonomy allowed in schodbes not provide for successful self-

managing schools. The Department of Education dedtestion to mandates, inducements, and
changes in the system, that grant various degreaatonomy to schools. Self-management is
unlikely to generate automatically but depends ba manner in which the process is

implemented at schools (Coburn, 2003). The positeken is that autonomy is useless to
schools, as central players for self-managemetessrthey explicitly design efforts to develop

the school. For example, schools should be absolite ongoing challenges and increase their
necessary resources for self-management. Howe\sreins that the process is “still not clearly
understood” (Harris, 2003, p.371) and needs adithgess
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2.4.3. Participative Management

Participative management is a democratic procelsshwelies on individuals or groups having
the power of voice in decision making, sharing infation, internal control and leadership
(Banai & Katsounotos, 1993). Jagnnadham (1979) #ddgarticipative management implies to
"share in". Analysis of participative managememtaaconcept is incomplete without reference
to Freire(1972, p. 42), who warns that:

Attempting to liberate the oppressed without theflective participation is to treat them
as objects which must be saved from a burning imgldit is to lead them into the

populist pitfall and transform them into masseschitdan be manipulated.

These suggest that participative management isripatible with bureaucratic principles which
advocate dominance. Sarnoff (1979) argues thafsitumations where plans are formulated
centrally, and administrators dominate represerdainstitutions, participation is seen as an
instrument to instruct, guide and legitimise ratttean to locate decision-making powers in the
hands of local people. Traditionally, school prpais have been the main decision-makers at
school level throughout the world. This situaticasbeen particularly evident in a number of
countries such as Australia, Canada, New Zealardlttee United Kingdom, (Imbeet al 1990;
Griffin 1995; Jonston 1997), as well as South AdriBut it is argued that the shift to
participative management in self managing schalercessary (Gultig & Butler 1999; Mabaso
& Themane 2002), as schools can benefit from reptasion and high levels of participation of

all stakeholders.

In South Africa, for example, the democratic goveemt aims to help foster participative
management in schools by involving all of its stalders, including parents, educators,
learners, non-teaching staff and those who aretegleto serve on the SGB (SASA). Self-
managing schools are introduced by a structureitivalves all the stakeholders in active and
responsible roles to encourage tolerance, ratidisalission and collective decision-making. The
term “stakeholders” is based on the assumption ¢kaiain groups and individuals have an
interest, or a “stake”, in the activities of antingion. According to Bush & Heystek (2003),
stakeholders comprise all those people who haveg#irhate interest in the continuing

effectiveness and success of an institution.
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Self-managing schools call for greater participatia decision-making. Caldwell & Spinks
(1992, p.131) point out that securing a “synergycommunities” is the key to attainment of
educational goals. It is also likely to contribute a variety of potential benefits, such as
increasing the stakeholders' sense of belongingyatmn, commitment and quality of decision
making (Smylie, 1995). Participative managemenractice has, however, taken some time to
filter down to some schools, in terms of high levef parental involvement and support, and
collaborative collegial planning. Although collabtve processes are increasingly called for,
decision-making is all too often limited to a fewembers at meetings, where for example a
project is explained and the people are askedvi® thieir comments. Waterst al. (2003) warn
that attempts to involve stakeholders should beegkleyond participation, towards meaningful
involvement. If participative management is to Ieaktlease peoples' own creative ideas, it
would have to be much more than the mere comingthey of people, to hear about pre-
determined plans. Ultimately all stakeholders ineohent in participative management would
be required to guarantee the success of the implatnen process, and its efficiency. Research
conducted in schools operating under participativ@nagement reveal that these processes
cannot come about in an authentic form if the peaplolved do not trust one another (Blase &
Blasé, 2000). This same research suggested thatigais, who do not trust their educators,
would not share authority and responsibility. Edaawho do not trust one another would not
collaborate with one another. School personnel dbaot trust parents would guard against
giving them a real voice in decisions affecting gwhool. It is expected that participative
management should be adopted by all self managingoss. To investigate how participative
management has practically manifested itself incee school is a subject of discussion in this

study.

2.4.4. Responsibility and Accountability

Accountability is a multi-faceted concept that ntegve several different interpretations. It is
often used synonymously with concepts such as ns#ipiity, answerability, enforcement,
blameworthiness and other terms associated withe®pectation of account-giving (Oxford
Dictionary, 2005). Similarly Heim (1995, p.1) stste

‘Accountability’ has many meanings for politicabtiers, education officials, teachers,
parents, community and business leaders, and theergke public. Sometimes,
accountability is used synonymously with ‘respaiigib Other times, the term appears

to refer to reporting to those with oversight auibpoor, more globally, to the general
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public; or to demonstrating compliance with estab&éd laws, rules, regulations or
standards; or to distributing rewards and sanctidiesl to results.

The literature (Armstrong, 2006 and Candoli, 199%)ggests that responsibility and

accountability are critical concepts to an orgatuses short-term and long-term success. The
demand for accountability ensures that some praesdbave to be initiated for goals to be
attained. For example, in South Africa the Integda@uality Management System (IQMS) was
introduced in 2003, in an effort to improve the lifjyeof the teaching force using a process of

evaluation. This has implications for accountapiiit terms of educator performance.

Therefore, cognizance must be taken of the fadtitha developing country like South Africa,
accountability and responsibility of educators fsvibal concern. A common practice revealed
by Schermerhorn, Hunt & Osborn (2003) is that imyneases people relinquish accountability
by blaming others for their lack of ability to oeeme challenges. IQMS is used as a powerful
instrument, where educators are expected to givacaount of what school activities they
engage in (Middlewood & Cardno, 2001), for examgperts coaching, assigned duties or on-
going professional development. The implicationhiat if self-managing is to be sustained and
developed it involves moving away from the modelactountability which rests solely with
management (Gamage & Pang, 2003). It suggestsnithiatduals within the organisation need
to take responsibility for empowering themselves,éxample by giving attention to changes in
his/her classroom practices. Hence, there is alpligsthat IQMS may be combining the twin
goals of highlighting the importance of creatingemvironment that fosters accountability and
responsibility on the one hand, and empoweringmt&mbership on the other hand (West-
Burnham, 2001). In view of this it seems that acdtahility and responsibility are intricately

intertwined with the notion of building self-managischools (Bartlett, 2000).

Accountability and responsibility are ongoing premes, where stakeholders have to work
through organised participatory activities that @isé ownership and self-generation of the
school. Thus a shift from schools that are govemindirected to more site based is not only
about “pupils or good teaching’ (Dalin, 2005, p,lifistead it is an important arena for a number
of complex challenges for the SMT and educatorsetch out and take accountability and

responsibility for the development of the organ@atOne of the aspects to be examined in this
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study is the notion of accountability and respoitisfb which are key issues of a self-managing

school.

2.4.5. Less Hierarchy of Authority

A hierarchy is an organizational structure in whpdople or groups are ranked one above the
other according to status or authority (Bush, 2003his means that the amount of authority
increases with each higher level a person or orgéion occupies in the hierarchy. The ultimate
power remains with the person at the very top & tierarchy. The upper echelons of a
hierarchical system are those in authority, witk fhosition to make final decisions in all
matters. The worthierarchy comes from the Greek worttieeros meaning sacred, araichein
meaning to rule. The invisible and predominant galwf hierarchy are power and authority

(Bush, 2003a). These are the engine driving theesys

O’Brien (2006) argues that efforts explicitly acquemied by social interactions based on
positions in a formal hierarchy of power or prigéecontradicts the principles of self-managing.
Instead, people should be treated according to thley are as individuals. In this regard
Caldwell (2008) maintains that systems that tendetanore flexible have a way of building and
strengthening the organisation, as compared tot $itreaucratic, hierarchical and centralised
control. This suggests that if self-managing sch@oé to be effective, stakeholders need to get
actively involved in decision-making. This mightpéxin why more horizontal approaches are
advocated for the development of self-managing clshevhere space should be created for the
whole staff to get involved, be supported and madée@sions together. For this to happen there
needs to be as few layers as possible in the s¢he@rchy of authority, which challenges the

stereotypic role of the SMT as policy makers anchary decision-makers.

Although South Africa has structures in place faaee hierarchical and bureaucratic systems in
schools with more democratic principles of equalityseems that this remains a challenge for
schools to change culture. Where schools withtdhigrarchical structures still exist, it seems
that these would exert pressure on their developrievards self management, for example,
hierarchies can be at the root of a great amountjastice in the workplace, which allows for

the exploitation of workers or the oppression ofwenm (Brian, 1999). This is the epitome of a
non self-managing system (West-Burnham, 1992).iémv\of these challenges, the concept of

flexibility was pursued by Conley & Bacharach (199Gvhere they advocate a more
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participatory approach which embraces members pigrand organising activities to suit their
individual and group needs. Chambers & Jewkes (1@®&intain that a participatory social
system resonates well with self management in ithsg¢rves to prevent ruthless people from
climbing ladders of ambition by suppressing oth&wsithermore, a participatory approach in
turn allows for the emergence of educator leadprsiihich moves away from the premise of

leadership in the traditional understanding of stteadership bestowed on one person.

Although self-managing schools do not have to Ioetlst bureaucratic, in practice however,

every school is dependent on an efficient bureaycta function legitimately. Meire (2006),

states that bureaucracy is an essential featuidl iarganizations, where complex and large
administrative tasks need to be undertaken. Howdliere would appear to be a need for a
rethink of beliefs on who is in authority and whe subject to authority. Here Newton and
Tarrant’s (1992) views have implications for the us broad-based involvement in decisions in
that it is underpinned by a great deal of teamelg, where diverse groups work together
drawing on a range of expertise. In essence thggest that a flatter hierarchy implies that if
people are working together, it is more likely thia¢y can develop from within. Therefore a
levelling of the plain of hierarchy may help fosgespirit of service and reduce the drive towards
power which is consistent with the collaborativarispf self-managing (Campbell-Evans,

1993). This study investigated these issues andihimmpacted on what shapes a self-managing

school.

2.4.6. Equity and Equality

The concept of equality is premised on the nottbaf since all men are created equal, they
should also be treated equally before the law,spreetive of gender, ethnicity, religion,
economic, class or social stratification (Consimuitof South Africa, 1996). South Africa’s past
history of apartheid classification of schools hmade it difficult to discuss self-managing
schools, in the South African context, without refece to equity and equality. In that respect,
equality aims at creating equivalence of opportumit education, and social justice for the
oppressed, neglected and disadvantaged. This empasfshe notion of equality in schools is to
ensure that each person has an equal opportunitgvelop his/her naturally endowed potential

to maximum capacity.
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For many years South Africa had been rejected mallyp and internationally for its gross
violations of human rights, its inequality laws aidcriminatory policies (Bray, 2004, p.1). The
passing of the Constitution of the Republic of $oifrica, Act 108 of 1996 (hereafter the
Constitution) committed the nation to a set of ealand principles that unequivocally commits
itself to the attainment of “an open and democraticiety based on human dignity, equality and
freedom” (Govender, 2004, p.4). Equality manifésteugh benchmarks which include: the new
Constitution, one unifying National Flag and ondibiaal Anthem, which became the building
blocks of this important mission. Such inputs als impact on schools in terms of the
Constitution, the school vision and mission statetsiegood leadership, meeting ethnic diversity
issues, participation by the people, freedom of resgion, transparency, accountability,
legitimacy, devolution of power and informed citizg (Brian, 1990). The need for equity and
equality extends enactment of equal learning oppdies to all South Africans. The South
African Schools Act, Act 84 of 1996 (SASA) is a goexample of national legislation that
affirms equal access to schools, admission politeegjuage polices, rules regarding religious
observance, a code of conduct for learners andgpeintment of educators in public schools.

The spread of equality in self-managing school® @&stends to the exercise of managerial
authority, which needs to be legitimate, accoumtatrthnsparent, democratic and responsive to
the critical needs of promoting human welfare (Akhee, 2003). The aim of developing school
practices that embrace values of equity and equati¢ intended to reflect the multicultural
nature of South African society. Government poleypects schools to attend to cultural
diversity, however without explicit guidelines apthctical assistance, these complex issues of
equity and equality could add to the limitationattbchools face with self-managing.

The key issue in endeavouring to redress inegesiitiherited from the past is that power which
was previously vested in higher tiers of the stitetneeds to flow to all levels of the
organisation (Robson, 1993). This suggests thaptheess is likely to expand broadly if the
system engages in wider participation. Costea, @r&mmiridis (2008) note that people can be
quite different in personality, tastes, skillsefidship groups, personal possessions and actjvities
but these differences should not permit any indiglcor group to build positions of dominance
over others. The differences most threatening lfens@naging schools could involve individuals
or small groups who have wealth, special skillkmowledge, and who tend to use it to control
others. Differences need to be celebrated to generacesses that enhance development from

within.
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Findings from the New Zealand stud$chools Support Project Evaluatiosonducted by
McCauley and Roddick (2001), suggest that effegtiagitive change in schools is not clear-cut
and a great deal of effort is still required torteabout the processes. For example, the question
arises as to how the organisation would encouraggcipation of stakeholders. Opportunities
for participation do not necessarily guarantee kiyuar a wider spread of participation amongst
potential stakeholders. In addition the scarcitp@ebple with the necessary skills and knowledge
for participation in self management is a causecfmicern. Such a situation was investigated

and in Chapter Six | present the findings arisiogaf this case study.

2.4.7. Co-operation

Another feature of a self-managing school is thatc@operation; which is an orientation
towards collaboration rather than competition. Brid999) claims co-operation to involve
people working together, mutually supporting, I&gnand engaging in constructive criticism.
This suggests that co-operation generates syngrgyygh the coordinated efforts of members
working together as a team, helping each otheizestheir true potential. Cooperation is likely
to create an environment that allows everyone ternek themselves beyond their limitations
(Stashevski & Kowlowski, 2006). In this regard, @akll & Spinks (2008) point out that self-
management warrant an attribute of people workingcollaborative ways so that the
organisation’s individual strengths and expertismdfit each other. It is this sense of co-

operation that is a significant lead towards sediraging schools.

However for this to happen, schools would needda ptrategically and have structures in place
for mutual support and co-operative work. Candyd%explains that this is not easy to operate
co-operatively and non-hierarchically when mosttlodse involved grew up and lived in a
hierarchical society. Schools are experiencing reyeoblems in this regard. This could be due
to any of several issues, including lack of knowedveak interpersonal skills, limited listening
skills, the inability to share or be sensitive e ffeelings of others, selfishness and difficulties
with commitment to group endeavours. There is ngbtithat conflicts will arise, but these can
be addressed if learning and experience in co-tigergroup dynamics have been achieved in

the school.

By contrast, competition amongst workers within theyanisation could characterise the

members of the organisation as apathetic, disihesil, resentful, with the consequent wastage
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of talent (Bergh & Theron, 2006). Competition tlasvin hierarchical situations where people
strive separately for privileges or a privilegediion. For example, in South Africa, the IQMS
system of educator evaluation and development t@ila joint collaboration between schools,
districts and supervisory units with the overalnaof enhancing the quality of education
(adapted from the IQMS Manual 2005). However, tiedén contradictions inherent in this
policy are likely to create competition and strassongst educators, such as financial rewards
and higher salaries for ‘performing’ teachers. Tdt&action of higher salaries may mean
enforced cooperation to comply with imposed norather than innovative performance as an
individual. Another challenge experienced is corntjpet amongst schools to attract higher
enrolment of learners. Emphasis therefore is placesichool’s appearance, resources, activities,
fund raising, academic and sports results andafasthool fees. Roll reduction leads to funding
cutbacks which negatively affects staffing, resear@and professional development. These

factors can adversely affect the development @lfansanaging school.

Yet, in a positive sense, competition within thgamisation is likely to encourage people to
work harder, try new ways of doing things and tpiave the quality of its product. Seen in this
way a constructive competitive spirit between imdiinals or groups in the organisation is good
for the development towards self-managing. But r@ogtto this belief, co-operation is almost
always a more efficient way of doing things thampetition (Campbell & Southworth, 1993).

It is against this background that the study inges¢d the SMTs and educators’ understandings
and experiences regarding co-operation in theio@cand how these stakeholders responded to

these challenges, if any.

2.4.8. Networking

Networking is a powerful developmental process delf-managing schools that has received
strong endorsement in the international literaf@wesh 2005). Networking is defined as a means
to connect, communicate or to form common bondk p&ople of like interests (Oxford English
Dictionary, 2005). The key idea of networking, whics best described for self-managing
schools, according to Adler & Kwon (2000), is kegptontinuous contact with people, reaching
out to new people who have the skills and knowldatigéis in need and recruiting their services
so that the organisation can continue to develadfective ways. Caldwell (1995) and Ndhlovu,
et al. (2005) identified the following aspects of netwiagkas important basis for the practice of

self-managing schools:
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. sharing of both human and material resources,

. enhancing mutual learning,

. access to a variety of support,

. relationships with other schools and the community,

. access to additional funds and professional advigsrguidance and support.

Hence the principle of networking operates on musugport and guidance, which means that
people receive as well as share what works for tHexamples of networking include home-
school networks such as providing feedback to pgaren children’s progress, regular parent
information sessions, school newsletters, classsleti®rs and reports to parents. Insight into
this concept is captured by Potgieter (2007) wheawdates that increasing networking is a
means to encourage and sustain development, asvitdps a catalyst for additional support to

the school.

Networking is a significant tool for developing fselanaging organisations, as the needs of
different organisations are diverse and they vaArpremise of self-management is that where
additional support is utilised more can be accoshgld in the organisation through networking
than through a single person’s effort. Whilst thésetors could positively impact on a self -

managing school, my study incorporates Raudenbu&0€5) assertion that resources by
themselves do not improve teaching and learninggrevknowledge and proficiency on how to

use resources in the development of self managingods is the key. It is appreciated that such
skills appear to be woefully lacking in this coyntThe capacity for self-management requires

that all stakeholders should be seeking new idedshills.

The real character or essence of networking lieshen way the system uses it to satisfy
individual, collective and systemic needs. The nam should be to access as many networking
leads as possible, by working within a clusteriofilar organisations, following events in local
newspapers and websites, by making contact witbvaek people, or advertising what the
organization is looking for (Dayton, 1995). Thedstiexplored how the case school aligned its

practice to networking as one of the elementssdlimanaging school.
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2.4.9. Capacity to Self-manage

Alongside the movement towards self-managing iggtestion of capacity. “Capacity” involves
learning, gaining information, training, educatiand resources to enable individuals or groups
to carry out their activities (Campbell- Evans, 3R9As observed by Bush and West-Burnham
(1994) the notion of self managing importantly ceaton a sufficiency of trained personnel,
sharing and drawing on the skills of people in, autiside, the organisation. This creates a
powerful foundation on which to build a self mamagschool, as criticism is frequently directed
at the inability of SMTs and educators to undemtamdertake and fulfil their different roles
effectively. Emphasis on formal positions and ralemarcation does not imply shared
understanding of role requirements. Indeed thezecanflicting viewpoints regarding the nature
of various school tasks (Watson, 2005).

A study by Ndhlovugt al. (2005) in the South African context, found thatrthare significant
obstacles to community contribution. One of thesoes is believed to be, decades of the
“disempowering” strategies adopted by the goverrimehich has left poor communities
handicapped (Chisholm, 1998). In this connectiamaly be safe to say that social conditions of
a school and the community may strongly influentetiver members can effectively contribute
towards self-managing. There exists a questioro ashether people in South Africa have the
necessary skills to self-manage and get involvezhpacity building activities to promote school
development. Strict bureaucratic tendencies in ghst, limited scope for authentic school-
community partnerships and the articulation of “nplg” voices in decision-making procedures.
Hence it can be argued that in order to keep ichowith current educational trends and to
maintain a sense of renewal and inspiration, psdd@sl development is an important issue for
the schools in South Africa. This is evident inippldevelopments such as the National Policy
Framework for Teacher Education in South Africa &dcupation Specific Dispensation
(OSD). Implications for stakeholders are focuseddlemocratic and participatory practices that
are necessary in the building of capacity for sedfhaging schools. In the context of this
framework on capacity building, the study soughtineestigate the SMT’s and educator’s

understandings and experiences.

2.4.10. Small Size Groups

Leeds (1981) observes that for democracy to beatidlased, the country should not be too large

or populous, as there should be a wide distributibwealth and property ownership, and the
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electorate should be well informed. Similarly, ®kr(2007) postulates that one of the
characteristics of self-managing is to involve mkmbers of a team in the decision-making
processes, therefore fewer people makes it easrewérking in collaboration and for the

adoption of a coherent approach to self managing.

Concerning learner-teacher ratios and class sidan B1990) agrees that small size groups are
accompanied by more interaction between teachedslearners, resulting in better quality
education. The recommended learner-teacher ratiolass size for primary schools in South
Africa are 40 learners per teacher and 40 leaperslass, respectively (DoE, 2010). Numerous
studies have been done to assess the impact sfsilas on quality education. For example in
2007, the Southern and Eastern Africa Consortium Nonitoring Educational Quality
(SACMEQ Il Project) was conducted, which sought eéwamine the quality of education
provided amongst 9071 Grade 6 learners, in 392gsirschools, in all nine provinces of the
South African school systems. This study showedla@ionship between small size groups of
learners and increased learner achievement and/iibaiiahowever reducing learner size will
have little effect without enough classrooms and-gualified, experience and well prepared
educators in the classroom. Supports, such as ¢inee henvironment of the learners, the
leadership of the school, professional developnfenteducators and a rigorous curriculum,
enhance the effect of small size groups of learoaracademic achievement and behaviour.
Therefore it is difficult to draw definitive condions about learner achievement based on size

alone.

In consideration to the macro level of the self-aging system, schools are the smallest unit of
the decentralised system, which makes a schoobpppte for the study. My selected school of
study employed forty members on the staff, comgrisé smaller departments with various
committees and sub-committees. The organisatiarctsiie was divided into working units or
teams, which, by being smaller was likely to cdnite to greater success with self- managing
practices than if the school relied on the entiedf svorking on every project. In this way self-
managing can be achieved in small or large orgaarss if the work is conducted in ways that
are consistent with the needs, context of the conynahey serve and the principles of self-

managing.
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2.4.11. School Structure and Culture

Structure refers to the anatomy of the organisattbe arrangement of lines of authority,
communications, how the roles, power and respdiig@bi are assigned, controlled and
coordinated, and how information flows betweendtiterent levels of management (Anderson,
1996). Structure depends on the objectives aradegly of the organization. In a centralized
structure, the top layer of management holds mbgheodecision making power and has tight
control over departments and divisions (Bush & \ARagthham, 1994). In a decentralized
structure, the decision making power is distributad departments and divisions may have
different degrees of independence. School cultuag be considered as a pattern of beliefs and
expectations shared by the school's members, whdupge norms that powerfully shape the
behavior of individuals and groups in the organaai{Schwartz & Davis, 1981). To this end,
Daft (2002, p.516) advises that when an organisaticulture is still aligned with the “ways of
doing things that may reflect what worked in thetpaultural gaps may occur. This means that
structures are basic arrangements, but only pawwhaft assists an organization to function.
Cultural gaps make enactment and actualisatioelbhsnagement uncertain. Researchers have
emphasised that both organizational structure agdnizational culture are necessary and must
be in alignment for schools to move towards selfraging (Stoll, 1999; Hopkins, Ainscow &
West, 1994).

The government in South Africa has developed tmecsire and scope for self-managing
schools, propagated through the SMT, SGB, Level &@heators and the community to exercise
their power on a day-to-day basis, to promote gu@&ducation for all learners at the school
(SASA, sec 20(1)). However, in practice there raaist schools which have the structure but
not an understanding of the prevailing culture am@reness of how best to self-manage and
move the organisation forward. Culture is situabedpractice. This entails multiple forces
occurring simultaneously within the school, suchnaambers’ ascribing to common beliefs,
values and assumptions that they use to guide thgirlar, daily actions and interpretations
(Hill, Smith & Spinks, 1990). Brown, Halsey, Laud&tuart & Wells (1997) assert that there are
various cultural factors which could promote seklaging principles such as: the school vision
and mission statement acknowledges other cultw@®ol signs and symbols reflect cultural
diversity, barriers to learning are identified, tmapation by all members, sharing work
equitably, support is provided for non English pe@ learners and a wide range of activities
intertwined in the curriculum. This assertion irates that, for an organisation to transform to

self managing, it needs to be supported by a @ultibat emphasises a restructuring effort. It
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follows that self management is likely to flourishschools that demonstrate a commitment to

restructuring and re-culturing.

A major problem, according to Browet al. (1997) occurs where the broad goals of self -
managing is overlooked, where many individuals $oon their own little tasks without a picture
of where their efforts fit into a broader picturé the organization. This equates to schools
having little sense of overall coordination or &gy guiding the actions of the school. It is also
problematic that many groups keep to informal ccintaith each other, with little effort to
jointly assess goals, methods and coordinate ca@mgaiPotgieter, 2007). In addition
conceptualisation of culture is far from simplisti&s explained by Rogoff (1990), culture is
constantly being formed by people working togethreconstructed, renewed and created as
members enter and leave the organisation. As & reany self-managing schools may struggle

as they find themselves without ideas or suppooperate in effective ways.

Reflection on restructuring and re-culturing seesnsenormous and remote. This inquiry into
what entails a self-managing school sought an wtaleding of not only the structure of a self-
managing school, but how the structures and culauee linked. For example how do the
structural arrangements serve to promote elemdntsilture? How does culture influence the

development of a self-managing school?

2.4.12. Marketing

In describing recent trends, and in discourse dins@naging schools all over the world, the
term ‘marketing’ has been frequently noted. Theatielsuggests that as conditions in education
change rapidly, the most significant element to romp and sustain schools is in the
implementation of marketing strategies. AccordingMohan (2005) key marketing strategies
include planning, knowledge, analytical skills, deeship, vision, judgement, organizational
ability, commitment and communication. Thus the ke#ing strategies that he proposes could
produce a useful underpinning for this study; atedidoy Codd (1990, p.194), “increasingly,
schools have become commercialised, functioningenti@e small business firms and less as

institutions with an educational mission”.
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The primary goal of any school is the provisionedcation, but there is increasing pressure
now on schools to strive for targeted objectiveteaching and to deliver economically valuable
and socially ‘relevant’ results. Self-managing sukohave become commercialised for the
reason that they need to raise funds in order mav& This has the consequence that as with
any organisation, they require appropriate skiésources and support, not only in raising
monies to survive, but also to achieve their obyest

Certainly, the business side of self-managing slsheall become more akin to private
enterprises. Through effective use of marketingaesh strategies the school should be able to
identify the needs and wants of customers and patesustomers (parents, learners, external
partners and the community) and try to deliver fienhehat will enhance, or add to their
lifestyle, while at the same time ensuring thatth#sfaction of these needs results in a healthy
financial benefit for the school. Kotler (2008) aeg that the fundamental function of schools is
usually not based on money only, which means tlae lthoices about how they will meet their
customer’s needs. It follows that self managingosth would have to be designed to create

activities by responding to local community needs.

Kotler (2008) contends that several elements haweectogether in describing the concept of
marketing. While South African schools are stilgpling to attain skills in self management; it
seems that marketing strategies are unlikely te hraglly been taken seriously. An example of
such a marketing strategy would be found in thehaeism of an advertisement. Advertisement
of the school in a marketing context is used temeine what products or services may be of
interest to customers to build strong custometticelahips, and create value for their customers
and the school. It is assumed that in marketingnetbing needs selling, however part of
marketing entails organisations undertaking a nesdessment which is based on knowing and
understanding the community so well that the producservice fits them well and that it sells
itself (Ogilvy, 2009). Hence knowledge of the schommmunity, and how to effectively use the
knowledge to self-manage, seems to have becomeasiogly important as a basis of
production, and the rendering of services to theemis, learners, external partners and the

community.

The literature on marketing (Kotler, 2008; Ogih009; Michael, 1998), suggests a strong link

between marketing concepts and self-managing sshaolterms of benefits of increase in
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public and private financial support for co-ordioat of interrelated activities. This enhances
overall quality and productivity. Such practicesgepntime, can be used as a way of advancing
organizational accountability, with a shift frompints and procedures (money spent and
processes employed) to outputs (service) and owtsofresults) (Leithwood, 2001). This
equates to the utilization of a school culture veherembers work together to restructure time,
resources and responsibilities to all aspects warendeemed necessary for the development of

the self-managing school programme.

Having explored the concept of marketing in relatio a self-managing school, | next move on

to understanding the school as a learning orgaorsat

2.4.13. The School as a Learning Organisation

Dalin & Rolff (1993, p.5) provide this descriptioof a learning organization: “a learning
organisation is one that has learnt how to leaWést- Burnham (1992, p.89) describes a
learning school as one, which is "restless, cotistgestioning, never satisfied, abdlieving
that things can always be better". Rosenholtz (L1@®8&tends that a learning organisation is
where the excitement and motivation to learn fopast of daily life; such as working with
others, networking, self-directed learning, monitgror “shadowing” a colleague in their daily
work. These definitions suggest that learning isaaonce off activity, but a process which has
no end (Donaldson, 2006). O' Donoghue & Clarke (2@187), pursuing this notion with regard
to educator learning, maintain that once-off wodgss) visits and external courses for educators
complement and enhance learning; but are also iassdcwith educators’ learning that is
“individualized, episodic and connected to the pties of the school”. Through the lens of this
construct, this study argued that self-managingoaish necessitate on-going learning.
Undoubtedly, self-managing schools are linked Wetrning as both are defined as continuous

and evolving.

Indeed, the linking of self-managing schools as earrling organisation confirms that
professional development should be identified tetan a sound capacity base for ongoing
improvement. However, one of the challenges of ggsibnal development to schools is that
external workshops are discreet experiences tlilaofgrovide ongoing support and continual
feedback to individual school issues. Using thevsieof Timperley and Robinson (2001) to

support this argument, they contend that schoasildhstop blaming parents and children for
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low academic results, and focus instead on thenateonditions, for example, by providing
professional development that deals with more &ffedearning strategies in order to improve
teaching practice. A review of research by Hawk & K200OO) conducted in New Zealand
confirms that the connection between the poor anad@chievements of many students is
related to the gap in teachers’ knowledge and sscoefailure of measurements used to gauge
progress. At the same time these educators experieelings of alienation and isolation, and
patterns of stress and coping. Hence, the undegriynnciple and practice that proves
particularly relevant for this study is that théhngol should be able to find ways of providing
effective, continuous learning and developmentitermembers. This means that continuous
professional development appears unavoidable damselaging schools becoming learning

organisations.

It has now become one of the core responsibilibieschool leadership and management to
guide the process of continuing professional dgueknt of educators (Steyn, 2002). To this
end, many researchers believe that the SMT hastép ‘up” on professional development in
schools, which helps to foster all round developintdrithe school and consequently, improve
the quality of human life. On the other hand StBibiman, McMahon, Wallace & Thomas
(2006) talk about educators’ individual and colieetefforts that are driven from within the
school context using internal or external expertdehools should therefore develop a culture
that claims ownership for more “home-brewed, schiased” learning programmes, “for which
they should be accountable” (Chikoko, 2008, p. 88)is this merging of different types of
professional development learning programmes that be used to re-build learning
communities and reposition educators as leadersdioool development and improvement in
South Africa.

Senge (1990) identifies five learning disciplindsittform the bedrock to building a learning
organisation. These enabling conditions includes@®al mastery, mental models, shared vision,
team learning and systems thinking. Personal masteflves the expansion of personal
professional capacity. Moloi (2005) claims thatstltiould occur, by engagement with new
knowledge and new skills - by acquiring, by doibg,reflecting, by questioning and clarifying
and by agreeing and disagreeing. Leaders can ceeralemanage a learning culture by
embedding professional development in practice @medting learning situations. Senge (1990)
maintains that if there is commitment to continupusficiency development, performance will

improve. But it seems that learning for most edoisain South Africa remain modest in many
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schools; for example professional development istipmdimited to district workshops which
have little value except in the transmission ofornfation about new policy initiatives
(McLennan, 2000). Thus, it seems that schoolsitivast in a learning culture equip themselves
with the ability to develop much better towardsf-eehnaging. If school leadership and
management are undertaken by poorly qualified SMii@ educators, who do not have the
necessary skills, knowledge or attitude for selfaging, this could result in widespread
dysfunction in the school’s potential to improve.

The concept ‘mental models’, refers to a continugusstioning of a prevailing situation, so that
stakeholders do not remain static or limited inirtheay of thinking (Senge, 1990). This
approach is similar to Moloi's (2002) view of a liseenewal’ strategy which enables a
fundamental shift of our mindset, in order to béeato think, plan and operate differently.
Caldwell & Spinks, (2008) call for stakeholdersthink “out of the box” and prepare to adopt
new mindsets in order to foster and reprodosantal modeln our schools. This serves to
usefully consolidate and embrace the concepts edrfling” and “working” which cannot be
separated from growth. The sentiments of Moloi &0dre illustrative where he advocates that
schools should be continuously improved at deepel$ in order to maintain and develop as

self-managing schools.

With regard to the third learning discipline, whigh‘team learning’ partnerships to promote
collaboration are advocated. In the case of schttuéswill involve close co-operation with
parents, the SGB, service providers and busines3ataboration in a school context is a
systemic process in which stakeholders work togetieeanalyse and improve results in the
learners, their team, and the school. In an eraetif managing schools, learning occurs in
multiple ways and collaborative approaches holdeappResearch shows that development and
improvement is bound to occur in a learning envment that is collaborative and collegial,
which allows for ongoing sharing and learning (leaglban, Saxl & Miles, 1988; Muijs & Harris,
2003). Fullan (2007) continues to expound the ficance of team learning as essentially
schools supporting interpersonal skills; for examphembers having the courage to take risks,
engaging in shared decision-making and networkirty wther educational leaders. There is a
growing consensus that successful schools prattimen work where people are continually
learning from each other and working together (8ed§90). Grant & Jugmohan (2008) paint a
picture of a learning organisation as building aamof empowered people, rather than one that

depends on the individual skills of the principaltbe SMT. Implied in this view, is that the
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learning opportunities for schools can be maximisgdcombining the collective talents, skills
and knowledge of all the stakeholders, working atlaboration. A team learning approach is
supported by the Tirisano plan (meaning workingetbgr), a concept which harnesses school’s
ability to work collaboratively with the parent camnity, sharing resources, expertise and
skills. It is clear that self-managing schools aarfanction in isolation, therefore it is important
to build support and collaboration between therirdeand external environment.

Findings from Fitzgerald & Gunter's (2006) qualivat research project note that leading
learning at any level in the school involves the @&dnfluencing and working with others in a
highly collaborative, collegial and supportive eoviment. This implies that leadership of
learning is not necessarily undertaken solely mgé¢hwith formal responsibility that is denoted
by a title or position on the hierarchical struetun understanding the notion of a self-managing
school in the South African context, this study estigated stakeholder’s ability to work
collaboratively and taking up “leadership learning’ developing the school towards self-

managing.

The next area of discussion, important in creadirgpntext for understanding each other’'s way
of thinking and together striving for school susas ‘shared vision’. Stolkt al. (2006) argue
that shared vision is not just about creating anieg community, but also engineering
conditions were people participate in the learrpngcess and exercise their voice. Community
learning is centred on shared norms, beliefs ahgegaln the South African context, a variety of
government initiatives for schools that have be#roduced are consistent with the democratic
values of the equal citizenship of all South Afnisathe protection of human rights and
participation in decision-making. Fundamentallyegé values should be shared, understood and
used as a framework by schools to design theiradchsion and mission. The implication is that
these values should permeate all their learningmaipces, such as the way educators teach, the
way the school is developed, managed and apprdiseghossible to suggest, from the literature
reviewed, that educators’ practices are not naraog restricted to the classroom, but rather
open to opportunities created within the schoolif@tusion and acceptance (Jackson, Joshi &
Erhardt, 2003). Thus the central feature of shanstbn is that the school advocates the
development of a community of differences; whiclggests working within a paradigm of
acceptance and differences. Working in more ingiut@arning organisations legitimises school

space as encouraging hybridity, diversity and uaiigentity of cultures.
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Finally, the discipline of ‘systems thinking’ teash that in order to arrive at a deeper
understanding of the phenomenon of a self-managaigol, it is necessary to consider the
whole picture; where all aspects of school liféeilectual, financial, spiritual and social, are in
continuous interaction and interplay. Any attemptunderstand the notion of a self-managing
school, needs to be in relation to its interwoveninterparts. In this regard, Smylie (1995)
argues that it may be difficult to develop one aspaf a school without it affecting its

counterparts. This study took cognisance of thaseléarning disciplines, with regard to how
educators could extend their sphere of influencgié the classroom and into school-wide

development (Wenger, 1998).

2.5. The Role of Leadership and Management in a $ehanaging School

In attempting to understand what entails the notéra self-managing school in the South
African context, reference to the profuse exteninébrmation on the various hallmarks and
indicators of leadership and management is poss8@egiovanni (2006, p.2) refers to this as a
“concept boutique” where it is seemingly impossitaedentify leadership and management of a
school by any one definition. Scouring the literatvelevant material had to be aligned to the
aims of this study and specific to the South Afnicantext. In this regard, Mintzberg cited in
Fullan (2007, p. 300) states that, “leadershipas about making clever decisions. It is about
energizing other people to make good decisionsdangetter things’. This suggests that a leader
is someone who has the ability to obtain followdnsSouth Africa leadership finds its origin in
African culture and experiences, where communifgfshin African villages often adopted what
could be called a “participative style” of leadepsiNorking from this premise such leadership
style embodied the spirit efbunty where leaders engaged in dialogue with the \a@lisgwhich
helped to foster and develop mutual trust and tspehe community. Hence to help frame an
understanding of a self-managing school, leadelishipe crucial variable affecting instructional
quality and learner achievement. Astin & Astin (@R0and Fullan (2002) argue that leadership
in schools should focus on the development of a@dugaknowledge and skills, empowering
stakeholders for participative decision-making,lding partnerships with communities, using
information to improve the school and maintainimfperence in the organisation. School leaders
play a crucial role in ensuring success, fostepagtnerships, developing effective teaching
strategies and using information to improve theosthLeaders play a crucial role in ensuring
success, encouraging partnerships, developing te#ecteaching strategies and using
information to improve the school. Whilst leadepstentails exerting a powerful force to

mobilise all stakeholders toward the achievementthaf vision, mission and goals of an
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institution, providing direction and exercising lidnce, management on the other hand is the
‘sister’ to leadership (Fullan, 2002).

The classic definition of management, by Fayol @%till remains, which is to plan, organise,

co-ordinate and to control. Planning entails degdivhat needs to happen in the future and
generating plans for action. Organising is aboukingaoptimum use of the resources required
to enable the successful carrying out of planso@@inatingdetermines what needs to be done
in a situation and getting people to do it. Finalbntrol aims at ensuring that all planned goals
and objectives are attained (Cohen, 1995). Sucktifurs are necessary to achieve school
objectives (Dalin, 2005). Although each of the abdwnctions of management are signalled as
an important part on the journey towards self manant. Self-managing schools are so
complex and diverse that they cannot operate onsitmple management of these routine
processes. The complementary roles of leadershdpnaanagement are the driving force of a

self-managing school, as both needs to be playedroa daily basis.

Over the past twenty years, several writers haveeghdn favour of more comprehensive
perspectives of management to ensure that schoolefficiently (Bush, 2003). These would
include structural, social, environmental, as vesllhuman relations issues. This would involve
reconciling the diverse responsibilities and irgeseof people involved in the education of
learners; such as the distribution of funds to oussi departments within the school, the
allocation of time and staff resources, and findswgutions to major disciplinary issues.
Balancing all these pressures, setting directiard ansuring that everything synchronises
involves “working with people to make things happéBoE, 1996, p. 27). The line that
separates leadership from management becomes simglablurred when consideration is

given to the tasks to be undertaken.

While leadership is something more than managemmatnagement skills are essential in
meeting such needs of the organisation as orgamsastability. Leithwood (2001) has offered
another perspective on leadership which warrantsideration in the context of a self-managing
school. He links leadership and management to appes of accountability, marketing,
decentralization and professional development. ktarg assumes leadership skills in
marketing the school by developing good “custonretationships and monitoring “customer”

satisfaction (see section 2.4.12 marketing). Deaépation requires leaders to empower others
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by encouraging stakeholders to be team playergarittipate in decision-making so that better
decisions are made in the interest of the learaedsthe school (see 2.4.1. decentralisation and
2.4.3. participative management). Self-managin@asishdemand that school leaders stay abreast
of best practices and assist the staff in professidevelopment to improve work outputs. In this
regard they are expected to take the lead in aiclggrofessional standards and keeping parents
updated on professional expectations (see 3.Xkddwledge and skills and 3.2.1.2. professional

development).

Management approaches demand of leaders the aloiliépllect, interpret and utilise data to
improve outcomes. In many ways leaders require gemant skills to cope with the work
environment that is administratively more demandifay example, constructing strategic plans,
by assessing the school’s current position in iaiato its strengths and weaknesses, requires
both management and leadership skills to meet @gdonal goals. Management is also
concerned with inspiration, intellectual skills ammbrsonal consideration to an African-
community style of leadership, which comprises ajae and human talent so that people are
willing to participate beyond their normal levelsoontribution. In the light of my study, the line
that separates leadership from management is singd blurred. Thus the position taken in
this review, confirms Leithwood & Jantzi’'s (1999asce, that leadership and management are
both crucial in securing commitment to achievingteynic stability and growth in a self-

managing school.

Shields & Sayani (2005, p.385) argue for “a moreust way of thinking about educational
leadership in the context of diversity”. The vagdeadership and management models do not
seem to fully address the complexities of meetittgee diversity or the heavy workload that self
managing schools face on a daily basis. Theretoseems that for South African schools to
develop on the route to self-managing, relevanhamst claim that leadership which involves
working with people and teams are needed (Full@22 A model that fits well within the
school where people work co-operatively, whicheet a shift from leadership conceptualised
as an individual endeavour, is distributed leadprdBasically, while the traditional theories of
leadership are premised on one leader, with emphassted in formal positions that was
historically assigned to males (Muijs & Harris, 300distributed leadership suggests that in an

organisation, there may be many different leadarslifferent activities and situations.
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This study follows the views that while the pringlips the overall leader of the school, he/she
should be able to create an organisational cuthee supports collaboration and a welcoming
climate that makes everyone feel part of the sclidolore-Thomas & Day-Vines, 2010). This
is an attractive concept for a school contexthat it describes leadership as an activity that is
more than just influence, restructuring leaderdlyixreating additional levels and space for the
commitment of all stakeholders to move the orgditieatowards improvement (Fitgerald &
Gunter, 2006). According to SASA (No. 84 of 1996)gte entrusted with the role of leading the
school should distribute their power across diffiéstakeholders to ensure joint responsibility of
the school. Unlike autocratic leadership approachdgere attempts are made to suppress or
eliminate the leadership of others, this studyrdigvith the view that leadership and decision-
making on issues that affect the school shouldongdr be centralised to one person or group,

such as the principal or the SMT.

A leader can be described as “one who knows the wlagws the way and goes the way”
(Harling, 1984, p.39). In this regard, Kydd, Cravdo& Riches, (1997, p.15-19) argue that
leadership capability is exemplified in “three dist but interrelated areas of intelligence,
namely: professional intelligence, personal ingelfice and managerial intelligence”. In terms
of their potential application to a self managinthaol, this implies that leaders need the
knowledge, skills, attitudes and values to be tpéayers who encourage participatory decision-
making by motivating and inviting distributed leastgp in the school. | support Hall's (1980)

argument that principals as leaders have a strofigence in inviting collaboration and the

active participation of stakeholders.

It is necessary to espouse a few definitions addeger discussion to explain what is meant by
the term “distributed leadership”, as it is alsootigh the lens of a distributed leadership theory
that | sought to explore the role of leadershighim development of the school. However, | defer
greater discussion on distributed leadership tontye chapter (Chapter Three, the theoretical

framework).

As mentioned in Chapter One, South Africa is follagvthe trend of other countries in terms of
self managing schools. In the next section, | discthe concept of self-managing schools as

developed internationally, where it is reportedéosuccessful.
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2.6. International Country Perspectives of Self-maaging Schools

Currently greater self-management for school isague around the world. Management and
leadership thinking have turned in favour of sednaging schools in many parts of the world,
such as Australia, England, United States of Anaeaicd New Zealand. Self managing schools
in these countries are discussed as they have ty aswumulated significant degrees of
experience because they have been in use for |dhgemost countries in Africa. Literature on
self-managing schools in the international arenhbriefly discussed in the study to provide a

macro perspective on the topic under discussion.

This section is divided into two parts. The firggins with a brief outline on each country’s
(Australia, England, United States of America anéwNZealand) schooling system, as
educational models cannot be understood out ofezonSecondly, | have highlighted the
different, but equally valid ways in which the fowountries address the issues of self
management in schools. This literature could beiquaarly helpful to position South African
schools, as the country sets out in the directiorgfeater self-managing schools. However, it is
important to note that while there are very simitaatures in terms of structures of self
management in different countries, each schoolngets unique and will certainly differ in
degree from other schools. Moreover one has toihaaind that the countries under discussion
are ‘first world’ countries. Little has been writt@bout self managing schools in developing
countries. To mechanically copy models from widelfferent circumstances would be an
irrelevant exercise. Self-managing schools aresnatething that can be transplanted from one
setting to another, as each one is intricate amguen(Hallinger, Murphy & Hausman, 1993);
this has been taken into consideration in my disioas Weber (cited in Giddens 1971, p. 211)
termed this ‘elective affinity’. In other words erests to promote a subject are seen to ‘fit’ with
one set of ideas. This study, therefore, asseatswhile all schools should be involved in the
‘business’ of education, they need to adapt toctenging environment in which the school
operates (Whitty, Power & Halpin, 1998).

2.6.1. Victoria: Australia

Victoria is the most prominent Australian statesinfar as the practices of self managing schools
are concerned. Developments towards decentralizatio/ictoria were shaped by a series of
ministerial papers which signalled: devolution am$ponsibility to the school community,

collaborative decision-making processes; a respengiemocracy; effective educational
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outcomes; and the active redress of disadvantadjeliaorimination (Caldwell & Spinks, 1988).
Successive governments have continued this developnYictoria commenced the move
towards self-managing and school formula fundingthe mid 1980s. However the central
system remains the chief source of funds. A budgeanded down to schools, and decisions on
how funds are allocated rest with principals in sudtation with school governing bodies and
educators. Currently Victorian and English schobésse the most extensive coverage of
resources in the school global budget of any edwwalt jurisdiction in the world. Not only is
this proportion high (94 per cent) but equally intpat is the flexibility with which it may be
applied to the educational process (Co-operativse®eh Project, 1998). With such a
constitutional framework, government expects theent decentralisation process to lead to
massive improvements in education and allocationresfources, while at the same time

strengthening local democracy.

Devolution within the government education systemat represented merely to the school, but
leans more and more towards the school working with community in taking increased
responsibility for its operations and outcomes (8s€arch report, 2012). Every state school in
Victoria denotes a system of government that messgntial conditions for the formation of a
school-site council, consisting of parents, edusasémd for secondary schools, students. Central
administration identifies national and state gdalslearning, but fundamentally at local level
these councils together with the educators shagmoreibility to set educational policies for the
school, approve the budget and evaluate the edacptogramme, have responsibility for the
management of major operations like finances, pemsip staffing and facilities. Strategic and
annual planning involves charter writing, long testrategic planning and policy making,
approval of annual plans (including resource aliocd and school review. The curriculum is
still determined centrally, with tight control exesed through inspection (Caldwell & Spinks,
1988). The principal and staff work within the fraworks provided by the government and the
school council to design, deliver and monitor stideerformance and ensure effective and
efficient use of educational resources (CaldwellR&skam, 2002). This suggests that self-

managing in Victoria involves far more than finalaontrol.

Self-managing schools in Australia are based oeetley components, namely: core needs,
needs-based and priority programmes. Core neeeistoeschools having a good teaching staff,
where teaching and learning is supported. Schaoetisriohine their own staffing profile to best

suit the requirements of the school. They also “psemises funding” for cleaning contracts,
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utilities and maintenance for the grounds and mwmwaorks. With regard to needs-based funding
Victoria has, from 1998, focused on the developnodénteeds-based provision which is in line
with policies of inclusion of learners with disatéds and impairment and special learning needs
in ordinary schools, rural schools and the isofat schools. In terms of priority programmes,
an additional 16 programmes are provided to theiSpeneeds of individual schools. This
includes language background other than Englisidiganous education, professional
development and special initiatives. Schools rexc@mney to compensate for the extra cost of
learners with learning difficulties who may needle taught in smaller groups. Hence the
system of education in Victoria is recognised asentomplex than the South African system, as
the funding seeks to take into account differennoeshildren’s’ learning needs, and structural
factors, such as time become crucial variables hwhftect school learning. Funding operates as
a compartmentalized formula in which there arecallions for different types of resources.
What is of significance is that schools are frealtocate the budget as they choose. This can
also be contrasted with South Africa, for instarveleere appropriateness of resources is a matter
of constant negotiation with the Department of Edion. Moreover in South Africa, matching
learner development at different levels are issofesrucial concern, where the curriculum
(CAPS) is set within finite time to be completedaaparticular stage (Bennet, 1995). In other
words, by contrast, this country does not focusombining pacing of content coverage with
the conceptual level of instruction. Opportunitteslearn from Victoria remain an option for

South African schools.

In the Australian schools, principals, business agans and other school leaders are expected to
develop a full understanding of the Victorian mod&lincipals in particular are in the forefront
of the process of self-managing schools. Victorsahools are very strong on establishing
outcome targets, monitoring target indicators wvdogely, as well as linking learning outcome
targets closely with the use of school resourcasr(@999). Hence, comprehensive information
is readily available to parents and members of\fleorian community at large. Victorian
School councils are recognised as a key elemedéwdlution (A Research report, 2012). This
requires members of these councils to undergo autisk initial training programmes. Once
operational, school councils have a critical raieschools, which includes identifying learning
outcome targets, monitoring performance and aligmn@sources allocated to learning needs and
priorities. Collaborative learning processes arg/\veampowering of local communities as they
increase levels of information gained, skills acediand most importantly, the development of

confidence in problem solving and the acceptanaesgonsibility for their own actions. This is
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experienced not only in Victoria, but in other damicountries, such as Indonesia and Thailand
in recent years. It appears that empowered comrasnit education are closely linked to a great
amount of resources possible, which could stimwdat support self-managing initiatives linked

to learning.

Studies in Victoria (OECD, 2006) identify an ‘efBacy drive’, which is in ‘search of

excellence’ and an orientation towards public sEviThe study shows that the drive for
educational reforms in the last decade was driwearbunrelenting focus on learning outcomes.
This may be due to the fact, for example, that ictdfia it was found that students who leave
school without completing matric were four timdeely to be unemployed two years later than
those who completed matric. Likewise similar ideai be prevalent in South Africa where an

unacceptably significant proportion of students gaade twelve. Reducing the large failure rate

in learner achievement has significant consequeioceelf managing schools in South Africa.

2.6.2. England

The decentralization plan in England is called ILlddanagement of Schools (LMS). Although

all schools follow the same GCSE curriculum, thare subtle differences in the way in which
the schools are run, and extra-curriculum actisitegfered. Children attend primary school
between the ages of 4 to 11 years. At this stagepad range of subjects are taught to all
children, and there are often after school clubsclwlextend the curriculum further such as
specialist sports, music and languages. It is Near¢hat with the establishment of free schools
and academics, there is a push towards school lnasedgement which ends up becoming self-

managing schools.

Almost all state schools in England are maintaiaed funded by Local Education Authorities
(LEAS). Leva&i¢ (1995) discussed past practices as embedded withr tand unsustainable
features and it had been a matter of time for thevdtion of funding allocation formulae to
develop. The LEA funding scheme distributes momegchools, predominantly according to the
number of learners enrolled, weighted accordinth&r age. Additional money is allocated for
small school size or premises costs such as swighpwols or age of the school buildings are
considered. The LEA also provides for cleaning, nteaiance services as well as the cost of
insurance. The formula for funding allows for thamwber of learners in the pre-school, primary

and secondary age ranges, indicators of socialivddjon related to learning needs with a
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further adjustment for parents who earn above gecrgage levels. Local authorities receive
grants from central government that finances aratihgder cent of local service expenditure; the
rest being raised mainly from ‘council tax’, whicha residential property tax (Glenneistet,
al., 2000). These factors highlight a context, oritaased practice, which while integral to
learning in England, could make a significant d#éfece to the success of South African schools
as well, where the low quality of teaching and m&ag is exacerbated by the cumulative effects
of home background and poverty levels. There has betendency to de-emphasize the quality
of educators and number of learners in a classk(BrySchneider, 2002), especially in the
Foundation Phase. These generally affect classrimbenaction patterns. It is important to
appreciate that education in England is not a slané service based on finance alone, but
embedded in a framework where a package of seriscadministered by the local government

to make learning relevant.

The decentralization of responsibilities in Englanthinly concerns human and physical
resources (including finances), to be routed dyetct individual schools, and managed by the
principal and School Trustees (Bullock & Thomas974)9 Together they determine how monies
are spent to meet the specific needs of their tsljemake decisions on the appointment of
personnel and the buying of equipment for the stch®diliams, Harold, Robertson, &
Southworth, 1997). For example, money receivedhkysthool can only be deployed according
to the priorities of the school judged by the pifia¢, educators and GB (Governing Body). As
mainstream funding is not earmarked, schools magl@mdifferent numbers of educators,
support staff, technicians, administration staftl dearning materials. This has resulted in
schools adopting a new culture of values, new @nognes and a progressive leadership, which
puts pressure on the schools to be accountableemmbnsive to their people's interests and
demands. This requires schools to engage in agggessirketing and image projection in order
to recruit more learners, balance budgets and fars#s. The consequence of these factors for
self managing schools is fierce competition amarigpels to attract learners. In the process it

may keep any school in check, and responsive tplpsalemands, needs and interests.

England educational reform is driven by the needafblearners to perform to their maximum
potential. Schools are annually reviewed to en#lideachievement of learner potential. Schools
are therefore free to plan and deploy resourcesnaiching their resources to priorities for
achieving higher quality learning. Evidence of t@se allocation is sought through a focus on

how people and the programmes contribute to legramd teaching and not through simple
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financial analysis. The literature indicates thdu@ational funding has shifted from funding
schools, to funding the learners, and relating thatiing to the nature, needs, aptitudes and
aspirations of the learners. As a result increadthtion is given to those learners most at risk;
so that they can receive appropriate support te takir place as successful participants in
society. Likewise in South Africa, deep analysissoliools needs to take place to identify those
factors associated with producing better resulte@mner assessment scores. This tradition has
been less prevalent in South Africa, given the gan&ack of learner achievement data
(described in Chapter One). Based on the exammelbfnanaging schools in England, learners
in South Africa could be funded and taught accaydotheir needs. The country should alter its
way of doing things, because the most significadtdr on quality education is more than
attendance to school, or actual physical resources.

Thody (1998) states, that most schools have a élship team’, comprising the head teacher,
deputy, and assistant head teachers; where ituial igr at least two members of these team
members to develop special expertise in financiahagement. As a vast majority of teachers
are too occupied with their day to day classroomiopgance to worry much about financial

matters, GBs have teacher representatives whotoaaaderstand details of financial decisions
and can report back to the rest of the staff ifeh@re any matters of concern. This applies in
South Africa too, to maintain self-managing schalgsurrent levels, this level of expertise is
needed. However this is generally more effectivepiimary schools because of the closer

identification between parents and smaller schools.

Sources such as The Blueprint for Government Seharudl Five Year Strategy for Children and
Learners cited in Caldwell & Spinks (2008), stdtatteducational reforms in England is a high
priority, and is being vigorously pursued throughcamprehensive range of strategies
encompassing all factors known to drive school mapment. This includes strategic planning,
close monitoring of the quality of teaching andrihéag, the use of the curriculum to cater for the
needs of the school, effective leadership and n&nagt, and having the necessary resources to
achieve all of the above (Kelly, 2005). All thesatures of self-managing stand to increase local
influence over the stability and growth of the sahin ways that respond to the needs of local

communities.
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2.6.3. United States of America

The mid to late nineteen seventies marked the péahkterest in self managing schools in the
United States of America (Candoli, 1995). AccordiogCaldwell & Spinks (1988) the term
school-site management (self-managing schools) avagnally used by a New York State
reform, to cover a comprehensive approach to desdeadtion, with resources defined broadly,
to include matters related to the curriculum ancs@enel in addition to financial control being
devolved to the school level. The 1990s saw a dlhdt from state to district level and, more
importantly, to school level. While each state iméica still sets its own broad goals for the
education system in the form of objectives for agbment and student accomplishment, there
has been a shift towards local school systems dpwgj specific objectives with which to meet
broad state goals.

Bullock & Thomas (1997) maintain that some formseff-managing principles are widespread
in America, and although the practice varies frdatesto state, its major emphasis throughout
America is with respect to the choices of resoyraed much less on the curriculum. As in the
case of the other countries, decentralization ineAca is more geared towards financial
delegation to schools, with the district curriculguidelines produced at regional level. The
responsibility of the school is to modify, supplethend deliver the curriculum with the

emphasis on determining how, rather than whate#xHh. In America this is considered an
essential component of school improvement. In gditesns, everything depends on people's

participation, which can enable the most ineptcttmes to succeed.

Mohrman, Wohlstetter & Associates (1994), statd #&f managing schools in America are
aimed at improving academic performance by meana tludget mechanism. Schools are
provided with a lump-sum financial allocation deté@red on the basis of per capita requirement,
with weighting factors varying according to thedéwf schooling, and category of educational
need. Caldwell & Spinks (1988) add that support delf managing schools is very high in
America because it is believed that they will briggout school improvement, based on the
belief that teacher learning or professional dewalent is inextricably linked to learner
achievement. This suggests that a scrutiny andrstaaeling of learner needs is extremely
important. Moreover, self managing schools are phWwé America because of a combination
of teaching and learning factors such as planmefigction, exploration and research. Hence,
power is dispersed throughout sub-committees insttteool for these issues to unfold, with

sufficient time and support provided for implemeiata.
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A different argument presented by Wohistetter (3995hat there has been scant evidence that
schools get better just because decisions are madeose closer to the school. He adds that
changes and improvements in the school depend wnskbools are managed and led. This
suggests that in order for schools to change apdove, there needs to be a passionate quest for
improvement on the part of every stakeholder. Weltlsr & Odden, (1992) recommended that
through active engagement with the activities, sactystem of school management can help
foster an improved school culture and higher-quadérformance. In South African schools this

appears to be a relatively new field for educatdne are used to being class bound.

2.6.4. New Zealand

Caldwell (1988), who is regarded as perhaps thginai ‘expert’ in the development of self

managing schools travelled around New Zealand atoiltset of that country’s educational
reforms, providing consultancy services to thosplé@menting their new policy. His espoused
principles included quality in teaching and leagjischool effectiveness, improvement, equity
and excellence, efficiency, accountability, and pdbility. Perhaps, this affirms that

stakeholders who are knowledgeable about currardagidnal policy and practice, and who are
competent in planning, and working collegially awcdllaboratively are able to engage

meaningfully in a self managing school.

The literature on self-managing schools in New @edl points to principals, educators and
parents who have worked tirelessly, from 1988, ¢éegkthe momentum of self management
going. The reform brought about an increased adtnative workload which necessitated a
delegation of added duties to all staff memberser&@hwas a strong interest in on-going
professional development and a growing focus oegmated school development. School
governing councils were becoming representativih@iparents, with women making up 52% of
the members. For the first time women were asyiksl men to chair the council and class sizes

decreased.

New Zealand has a national curriculum for which ostt are responsible to implement.
Conversations on learning and corresponding simfteinking stopped educators from blaming
the external environment for low learner achievetsiewhich led to schools questioning their
own strategies at school level. For example theystoy Symes, Jeffries, Timperley & Lai

(2001) evaluated a school-based approach to Iigreafessional development. This programme
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involved an expert employed to work with educatonsa structured programme of increasing
more effective teaching in order to improve litgraesults. After two months improved learner
achievements in reading were measured and noteshdimer study by Phillips, McNaughton &
MacDonald (2001), they reported on an expert whe wppointed to focus on developing
discussions with educators regarding the teachingawling and writing. This was followed by
structured in-class support. Shifts of attainmeatennoted in learners reading and writing from
well below national average to close to nationatrage. These studies provide material for
consideration in my study regarding self-managictgpsls in South Africa, where stakeholders

can learn, understand, grow and be inspired toargthe practice.

Strict central control of the curriculum and assesst limits autonomy in New Zealand. But the
New Zealand model, allows schools greater disamneitio determining how their progress, in
terms of curriculum delivery, is to be identifieddameasured. Schools that analyse, evaluate
and challenge their teaching practices on learn&omes create more effective practices than
ineffective ones. To this end, Annaet, al (2003) note that most schools base their decision
making on programmes associated with managemegegges and not on teaching practices
and learning. They caution that such issues neddessing to pave the way for professional
development, and are subsequently attempts to eismund achievement levels. Similar
comments can be applied to the South African pradaif self-managing schools, in reference to

the importance of feedback in supporting the qualitwork and ways to improve it.

2.7. Implications of International Contexts to theSouth African Context

This section has provided a brief overview of seHfnaging schools internationally. It has
identified a number of central features that enbahe development of self-managing schools in
England, New Zealand, parts of Australia and cersmhool districts of the United States of
America. In these examples a decentralised finamsanagement has replaced a centralised
system in which all, or most, of a school’s resesrare provided directly by the education
authority, including costs of education staff, sogpstaff and books and equipment. Previously
central authorities had also exercised direct cbrawver school buildings, maintenance, and
repair of the buildings and the supply of a labfmuice to carry out the work. Now state funded
self managing schools have the freedom to use @keurces allocated to them as they see
appropriate for their school context. For examglame schools may decide to spend less on

educators and relatively more on support staff; levi@inother school many invest in their
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buildings to market their facilities to the localremunity in order to increase income for the
school.

The literature review also identified a number attbrs associated with improved school
functionality. What emerged as significant are i@y programmes that are being introduced
that seek to improve the quality of education, swach developing educators to improve
productivity in schools. This implies that a wetkihed teaching force, systems to support
educators, as well as on-going professional deweéop can increase relevance and quality of
educational delivery in schools. This suggests #tatcator development is linked to school

development.

A comprehensive picture as possible is gained inglato the concept of continuous
improvement and accountability, which makes stathosls more independent and self-
sufficient (Caldwell & Spinks, 1988). Accountabylits ensured by a highly inclusive level of
participation through all stakeholders, consistofgparents, educators and significant others
from the community who are represented on decisiaking bodies of the school. Schools have
to operate within a framework of state policiesgemerate their own school policies. There is
now a consensus view in South African schools tloat, decisions should be made by those who
have access to the best local information, andthieat are responsible and accountable for those
decisions and have to bear the consequences deitisions (DoE, Task Team, 1996). Yet
insights into the schools of this country show tbettools are still adopting authoritarian roles
and SMTs doing most of the talking, with few learneitiations and most of the learner
responses taking the form of group chorusing (CHi&I©6).

In terms of priority programmes in Victoria, speddiacus is provided to the specific needs of
individual schools such as language background dlize English. Likewise, children of South
Africa experience language and learning difficelti@a school when they change from their
mother tongue to English as a medium of instrucéiod learning. Furthermore, learners do not
have sufficient grasp of the linguistic structufdhe English language. One of the most notable
studies (MacDonald, 1990) showed that learners able to use about 700 words, the most in
English in the Foundation Phase, when the currmutaquired at least 7000. Also emerging
from this literature review (Teese & Polesel, 2008)s that learners needed to master the

discourse of schooling in their home language leefansferring to a second language; and that

56



very little time was spent on reading in South édn schools compared to other countries
(PIRLS study, Howieet al, 2007). This study reviews how the experiencestbér countries

can be used as a guide to restructure weak formeaoier assessment in South Africa, lack of
feedback on learner responses, curb rote learr@eguse children do not understand and the

very high drop-out rate of learners in the earlgrgeof schooling.

Based on the literature review, it is clear that thternational accountability agenda for self-
managing schools and the legislative directivekelihto the practice of the school varies from
country to country. In some cases it was carriddogthead teachers, in others by line managers
or by external inspectors and supervisors. In Uld Alew Zealand, for example, there were
formal performance management schemes and eduazdogsr structures that were formalized.
The OFSTED method of inspection of school’'s resaitd the pupils’ achievement used in the
UK exert powerful influences on what happens inosth After inspection of schools, a detailed
report is provided to each educator, to the headadr, to the school board and for all parents.
In some cases, if the school is underachievinghasr some serious weaknesses and requires
special measures, an action plan has to be applbytt Secretary of State, and the school has
two years to become acceptable. A school may haveasse if it is unsuccessful after the
intervention (OFSTED, 2000). The objective of tfasm of school evaluation is to identify
constraints and opportunities that schools facenwdesaling with issues of self management in
the current education climate. This type of govezntrevaluation of schools points to control of
the “centre” for delivery of service; while the mef self managing schools is to give the school
leaders the freedom to respond to the needs dbtlaécommunity (Leithwood, 2001). However
while satisfying the government’s policy requirensefor accountability, formal evaluation of
educators and systemic reviews may clarify the srad@d responsibilities of the various
stakeholders, which seem to be confusing at tirtes. also considered a powerful means of

promoting self -managing schools in terms of educatofessionalism and school growth.

Educator performance and the management thereobéenl translated into practice for New
Zealand educators by two autonomous bodies oftte.sThe Education Review Office (ERO)
set the required performance expected of educatdrte the Ministry of Education had made
explicit the requirements for the management ofcathr performance. The ERO sought to
define a ‘capable teacher’ in terms of teacher aaamries and capabilities which include a set
of 100 behaviours that teachers are expected toowemate grouped under four headings:

professional knowledge (25); professional practi88); professional relationships (20) and
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professional leadership (17) (Fitzgerald & Gun806). These core competencies are generic
enough to apply to any educator in any school. Hettas suggests that the construction of a
self-managing school is a formidable task whiclunexg leaders who have an understanding of
the staff, with an ability to see them, not as theg, but as they would like them to become. In
this regard Barth (1990) argues that such formaluation procedures have a limiting influence

on educator development as it heightens anxietycanttl create competition among educators.
Therefore, | have selected another country to lgghlan alternative method of educator

evaluation.

Japan, demonstrates a method that can also workevgesformance management focuses on
advice from ‘master teachers’ or visiting superwssdut without formal assessment. The
requirement is for educators to rotate to demodcafilp different areas which roughly
correspond to major socio-economic divisions. Ipegys that there is no need for a national
appraisal scheme to manage performance in this aaseducators are regarded as high status
employees and prestige is given to people who tealsith is high in comparison to other jobs
(Lewis, 1995). In countries such as East Asiagiels and cultural traditions “place high value
on learning and educational achievement” (Middlesv&Cardno, 2001, p.185).

After examining the framework of managing schoold aeducator performance in other
countries, these features can significantly immacthe development of self-managing schools
in the South African context. With regard to acdaibility, the EMIS data reveals that there are
a number of untrained, poorly trained and undetig@ educators currently operating in South
Africa. The government has a management struct@®$) to advance accountability at the
school level. Within this formal assessment of edois, three programmes are aimed at
enhancing and monitoring the performance of thecatilon system. These are: i) Development
appraisal: to appraise individual educators irmagparent way with a view to determining areas
of strength and weakness and to draw up programifoesindividual development. ii)
Performance Management: to evaluate individual &us for salary progression, affirmation
of appointments and reward and incentives. iii) W¥szhool evaluation: to evaluate the overall
effectiveness of a school as well as the qualitieathing and learning (Collective Agreement 8
of 2003, p.7-8). My argument, therefore, is thattBoAfrica has the appropriate structures in
place for educational attainment; however, the lafokapacity throughout the education system,
including regional staff, district staff and staff schools seems to cripple developmental

aspects.
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In other words, the route to self-managing schoelsds the required knowledge and skills that
unlock the synergy that it takes to drive the pcactJust as the ERO in New Zealand sought to
build competent educators, structures were desigiach focused on professional knowledge,
professional practice, professional relationshipsl grofessional leadership. These factors
clearly show that unless whole school managemeadtiation is prioritised and restructured to
reach operational depths, the chances of creatiogessful self-managing schools are likely to
fail in South Africa. Indeed, leadership, undergiag and motivation do not go far enough to

explain the alignment between restructuring of psses and the practice.

2.8. Conclusion

The purpose of this chapter was to interrogateslitee to explore what shapes a self-managing
school. This literature review represented an ingydrand integral contribution to the research
as a whole. The review has explored multiple con@punderstandings of a self managing
school and the scope of the inquiry has been mkedget. The purpose of the review was to
inform my research, the focus of which was the ephcof “self managiny which was
fundamental in my pursuit of exploring a self manggschool. Self-managing in this context
was described as the ability to manage the schoalis affairs, such as the infrastructure, the
equipment and the human resources. The reviewigight in particular that central to the core
of self-managing were a wide scope of activitiasshsas goal setting, focusing, planning,
scheduling, task tracking, self-evaluation, setéimention, self-development and much more. In
order to realise these functions, capacity buildinga wide range of knowledge, skills,
techniques and strategies is required to driveptbeess of self- managing. | then moved on to
the characteristics of a self managing school; sohwvehich involve decentralisation, autonomy
to make decisions, increased responsibility andwat@bility, less hierarchy, increased equality
and co-operation, networking, small size organsetiand restructuring. Each of these factors
was discussed as separate elements of a self-mgnaghool. For example the notion of
‘autonomy’ was discussed in respect to severakudfit aspects of decision making, such as
funding, allocation of resources, human resourcesthe management of school property. The
review was grounded in a framework that all thenelets of a self-managing school do not act
in isolation, but intersect with one another, anel @ested within the various layers of school
functionality and practice. These factors tend hapge and structure what happens in a self-

managing school.
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From the literature review, it is established ttatself-managing school” is a very complex
concept to define; which is also not an easy tashttain in totality. The complexity of the
phenomenon is compounded by its multiple goalsidinskills and knowledge of stakeholders,
lack of participation and the lack of personallskilhe biggest challenge for schools it seems, is
the management of everything. There is no “onethiaefits all” approach, nor one strategy that
is a best bet in all contexts. In this regarddtuely examined another primary element of a self -
managing school, which is the role of leadershig mmanagement in the school. The literature
review highlighted the strong influence of the pipal who, together with the SMT, should set
the lead in pushing the boundaries of existing toracto lead and manage the school. The
literature review drew attention to distributeddesship. It suggested that despite the fact that
the principal is still accountable in the schobkre may be many different leaders for different
activities and situations. In this way, more stakdars will take control over various issues in

the school, conjuring an image of participativedleaship and management.

Finally, as stated in the introduction, the deptlurmderstanding of a self-managing school can
be deepened by exploring internal and externalroh@nts of the context that influence its
construction. In view of this | examined self-maimagschools in some major international
countries, such as Australia, England, United StateAmerica and New Zealand, and explored
what shapes their schools and what this meansh®ISMT, educators, parents, and children
within the schools in these countries. The isshes tame up from external schools not only
focused on identifying similar challenges of selimaging schools, but also identified how the
government worked with schools to come up withtegi@s to cope with certain issues; for
example the medium of instruction or strategiesemtadken in raising poor levels of reading in
schools. To this end, greater parent involvemens waroduced as one of the important

components for the development of a self-managihga.

The next chapter outlines the theoretical framevibat frames this research study.
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CHAPTER THREE
THEORETICAL FRAMEWORKS

3.1. Introduction

In the preceding chapter | examined the literatarenderstand constructions of the notion of a
self-managing school. The purpose of this chapgtéo Examine the theoretical frameworks that
assisted me to understand the same notion, of iwisathat enables a self-managing school to
develop. Underpinning the study is a two prongedothtical framework that provides a

powerful basis upon which the study is premisedb@u.990). The first, capital, is made up of
four forms namely intellectual, financial, socialdaspiritual capital (Caldwell & Spinks, 2008).

The second is distributed leadership. The ratiotedkind the use of these theories was to
sharpen my awareness to the multiple and rich waygigh which issues of a self-managing

school are constructed.
In this chapter I:

» Firstly examined the theory of capital by exploriig broad concept of capital, as this
would lend itself to a deeper understanding of fthe categories of capital, which if

strongly interlinked should maximise action in #-seanaging school.

» Then | moved onto a detailed investigation of ea€hthe four elements of capital,
intellectual, financial, social and spiritual cabitto establish the roles that each one
plays in shaping a self-managing school. | havatkxt this discussion through the lens
of intellectual capital. Although, Bisschoff (199@ygues that there is no ranking of
capitals in terms of their importance to self-manggschools, | chose to explore the
intellectual element of capital first, based on éingument that knowledge and skills are
at the forefront of all school development. Two $ldmes have been identified in this
section: i) knowledge and skills, and ii) professib development. These could be
utilised to enhance the participation of stakehde contributing to and executing

effective strategies in an effectual, enthusiaatid motivated manner.

» Discussions on financial, social and spiritual tapollow. They were presented in this
order for no particular reason of importance. Thearice lens assisted with an
understanding of the notion of a self-managing ethenabling me to generate deeper

insights into the claims related to finance in Gka®ne of the study. Financial capital
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in this study is used in a broader sense than moteeynclude materials and time

management.

» Thereafter | explore elements of social capitachsas partnerships, teamwork and

networking and consider their value in the practita self-managing school.

» To have embarked on this study without knowledgéhefspiritual capital, would have
left the reader with a flawed conceptual understapndf a self-managing school.
Spiritual capital is pregnant with possibilitiesibsequently the next section attempts to
form a framework for understanding spirituality @se of the pillars of a self-managing
school. | draw attention to what is meant by spality and issues that relate to it.
Emphasis on human valuepens the flow of discussion on spiritual capifallowed by

building a spiritual culture.

» The complexity of these various forms of capita$ imeightened the need for effective
leadership as a vital component of successful asgdons (Brundrett, Fitzgerald &
Sommfeldt, 2006). The second theory explores theommf a self-managing school
through the lens of distributed leadership, whicitaeirages the hallmarks of self-
managing, such as active participation, articuratd “multiple” voice, and distributed

leadership responsibilities and accountability.

3.2. Exploring the Theory of Capital

In a commercial or business context, capital referassets which are used to fund a business,
by profitable operation of its activities (Beckd976). For example, it is the money that a
business spends to hire employees, pay rent, bafiingy; it is what keeps the core purpose of
the business alive and functioning. The same cdiweppplies in a school context; however,

capital is not used for the sole purpose of finararemaking a profit.

Central to the understanding of this study is tegtital is the network of assets, individuals,
their capabilities, relationships and motivatiohattare available for the functionality of any
particular school (Stevens, 2000). Bourdieu’s ()9&8cept of ‘capital’ has been significant in
the understanding of self-managing schools. He taiais that an accumulation of capital can
actively be used to an organisation’s advantageh as the intellectual growth and development
of its members. Similarly, Becker (1976, p.15) mlaithat capital “yields income or other useful
outputs over long periods of time”, which might agnot for the reason why some self-managing

schools are perceived as being able to achievditstamd progress. On this basis, capital can
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incorporate wider frames of self-managing pringpdeich as planning, leadership, professional
development, training, teamwork and spiritual degelent. The concept of capital is loaded in

meaning.

William (1999) highlights how vast and complex fetunderstanding of the mother issue -
capital in a self-managing school. Schools arelyike have different amounts of capital of
various forms available to them (Grossman, 2000)s fair to assume that different forms of
capitals will have different values, depending ba school’'s goals and aspirations. Bisschoff
(1997) argues that there is no ranking of the weritypes of capital in terms of their importance
to an organisation such as a self-managing sclidot study has not taken the stance that
capital must be of any particular kind. Howeverisitaccepting of the assertion that a school’s
capital needs to be built and drawn upon continlyansa range of ways; with an understanding
that building capital in certain settings may bé#iclilt. For example, poor socio-economic
school communities can be particularly demanding #mis could contribute to additional
pressure on the performance of the school. Howeagrhas been noted above (see 3.2.
paragraph two), literature does not seem to sudgasbetter financially capitalized schools are
successful in terms of the performance of theimes. But in successful schools, drawing from
the overall capital is likely to be relatively higMoreover in this study capital determines both
the scope and nature of a self-managing schothermompetent hands of an organisation that is
well managed, it is seen as a source of stratagasiment that could be especially influential in

moving the school towards self-managing (CaldweBginks, 2008).

What emerges from Woods (2004) is that the moredshengage with these different forms of
capital, they may begin to have broader currencychvttould connect to better learning
outcomes and a better chance of becoming moress#itient and less dependent on the
government. Viewed in this way, several scholarslli@rh, 1999; Kaplan & Norton, 2006;
Caldwell & Spinks, 2008) argue that the lack ofiorited use of any one of these elements of
capital can be a barrier to investing in betterfgrering schools. One of the core challenges
facing self-managing schools is the investmenaimg merging of its various types of capital to
achieve value added status. Following this rel§timief discussion on capital, | dissect the
concept of capital into the followinfpur pillars: financial capital; intellectual cagit social
capital; spiritual capital, in the forthcoming seas for a more detailed understanding of each

pillar.
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Figure 3.1: Created for this study. A Self-manadsatool Aligning the Four Forms of Capital

THEORY OF CAPITAL

Intellectual Capital Financial Capital Social Capital Spiritual Capital

3.2.1. Intellectual Capital

Intellectual capital was first conceptualised aesult of knowledge management and human
capital becoming acknowledged as an important elérokan organisation (Ulrich, 1998). In
the simplest of terms, Ulrich (1998, p. 125) dedinmtellectual capital as “competence
multiplied by commitment”. This implies that intetitual capital is made up from the
knowledge, skills and attributes of each individwéhin the organisation enhanced in value by
those persons’ willingness to work with dedicatemd loyalty. Klein & Prusak (1994, p.67)
posit that intellectual capital refers to the “matkethat has been formalised and captured to
produce a higher valued asset in the workplaceéw8tt (1997) a pioneer in the study of
intangible assets, credited the term intellectuspital as the collective brainpower of an
organisation. Edvinsson & Malone (1997, p.40), lba other hand, have identified intellectual
capital as “the possession of knowledge, appliegpee&nce, organisational technology,
customer relationships and professional skills”e Timderlying concept of intellectual capital is
that knowledge, skills and abilities increase humesductivity, which is necessary to activate
what is necessary to achieve the self-managingafshaision. Intellectual capital enhances
stakeholders’ readiness to take “charge” of theoskhwhich in turn “strengthens the school’s

capacity for managing change seriously” (HopkinssBow & West, 1994, p.3).

Elements of intellectual capital include knowledgapacity building of the workforce, working
in collaboration and shared learning between th®acand the community to enhance the
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quality of learning. As Stuart (1998) says, “knogde is power”. This suggests that the more
knowledge, expertise, and partnerships the schaslth draw on, the easier it is to make
successful choices. York-Barr & Duke (2004) deszritow such measures as embracing all
members as contributors in decision-making, dewetpmew learning and increasing self-

efficacy could increase the growth of self-managsiebools in a variety of ways. In addition,

Bush (1999) posits that intellectual capital is toge value and the total performance of the
organization that engenders empowerment. An exghadeception of a self-managing school
was noted in Chapter Two, where the school is ssemlearning organisation. In this regard, it
was suggested that knowledge management actiaiteedeployed and expanded with a view to

leverage the creativity of all the people in thgaoization.

Knowledge and skills, as elements of intellectwgdital, are discussed next.

3.2.1.1. Knowledge and Skills

This section will focus on the questions: What mowkledge? What is its purpose in a school?
How could it be developed within the context ofedf-enanaging school? In reference to, “What
is knowledge?” Khavandkar & Khavandkar (2009) cadteghat knowledge refers to the
theoretical or practical understanding of a subjBetcker’s (1995) contribution is that within
the education framework of self-managing schoolmwedge includes descriptions, facts,
information and skills acquired through experienceeducation. These suggest that knowledge
describes access to as wide a range of informasgoossible, through as wide a range of media
as possible, as well as possessing the abilitytladools to process this information critically

and intelligently.

Given the complex terrain of a self-managing schook person is not expected to lead and
manage the school effectively. Structures withie skhool now have to allow stakeholders the
opportunities to share knowledge and test new ambes. Management and leadership in
schools should be seen as activities in which alnimers of the education organisation engage
(DoE, 1996). This requires that schools shouldicaously nurture a culture of new knowledge.
In this regard Fullan (1993) notes the important&krmwledge for self-managing schools,
because it necessitates learning and improvingrnate conditions for progress with
performance. This promotes intellectual leaderstpough staff development, collaborative
planning, collaborative decision making and ongoieflection as a promising construct for

sustainable development in a school.
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Hatcher (2005), drew on an extensive review @frditure and a synthesis of findings in more
than half a million studies and reached a conctuydibat schools should focus on the greatest
source of variance that can make the differenttee-peoplel use Finland as an exemplar to
highlight the quality of its educators. Finnish ediors are highly valued, and well paid
professionals, who are expected to have advancezsldmaster's degree) of pedagogical
expertise in order to achieve success in schoodsrid] 2004). This cited as one of several
factors accounting for the country’s success. Thesearch findings and the example of Finland
are appealing in that they confirm the importan€éduwilding and sustaining the intellectual
capital of a school; as much of the work in schieded and driven by the professionals in the
school, namely the SMT and educators. It would réteally follow that if self-managing
schools continue to move in the direction of tnagntheir people, it will become possible to
create, develop and draw from an intellectual edgitvironment. Organisations that continue to
invest in its intellectual capital, “will be optised to have powerful positive effects” (Cited in
Rowe, 2004, p12-13). However, knowledge needs tedmstantly re-activated to make the
school more successful (Edvinsson & Malone, 199g extent to which the school is able to
exercise and manage its intellectual capital, affiect the extent to which the SMT and
educators position themselves in their role, ana tiee school is positioned as a self-managing
school. With time, such a culture can produce damfi, effective, inquiring and empowered
stakeholders, as by enriching the individuals,@®is the community enriched. This supports
and illustrates the Latin maxistientia potentia efsometimes written ascientia est potent)a

to mean "knowledge is power” (Francis Bacon).

Given that traditional schools were premised onrbheow restrictions of a job description,
describing teaching within the confines of the stasm, it makes sense to suggest that self-
managing schools require more knowledge and gkidla the earlier more conventional models
(Fullan, 1993; Waghid, 2002). Self-managing schoate characterised by stakeholders
becoming more involved, more participative, contpadj flexible and innovative in leading and
managing the school. To lend weight to this argunBeayn, Erasmus, Janson, Mentz, Steyn &
Theron (2002) state that the main driving force $ahools in South Africa, is to build the
capacity of its people with knowledge and skillslsat they can learn their way out of problems,
or respond quickly and flexibly to opportunities ogcessions as they arise, instead of
continuously seeking guidance from a central soufte consequence of this would be that
initial teacher preparation and occasional protesdi development opportunities would be

insufficient for a self managing school organizatitm function effectively. An underlying
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notion for this new vogue of schooling proposedBalvinsson & Malone (1997) requires the
preparation of a new generation of highly-talenpeafessionals at the forefront of knowledge,
with modern skills, knowledge, expertise and todlsus in order to understand what constitutes
a self-managing school, the study investigates pofessionals in the school keep abreast of
new knowledge and skills, as this would be an engldactor in the development of the school

towards self-managing.

In South Africa, as noted in Chapter One, undefgperance in schools is a widely
acknowledged problem (Department of Basic Educa@®i1b). One of the reasons is believed
to be insufficiently trained staff members. Thenme some schools that are continuously
managing their learning, but too few schools in t8oAfrica have developed a systemic
approach beyond the selection of qualified teacfiAPTOSA KZN, 2010). The reality is that
a large number of educators did not receive progasher training. From my experience, many
schools employ Governing Body paid educators, et basic qualifications are matched with
their basic salaries. Many educators attend ocoakio-service training, or are exposed to the
cascading model of receiving information. This doetsconstitute the kind of knowledge that is
required for success in self-managing schools. &scin developing self-managing schools
requires that schools should move towards learrengched schools (Rosenholtz, 1989). This
can be achieved by schools investing more on tkeldement of their intellectual capital by
means of skills building, professional developmembrkshops, reading and discussing
educational journals, training courses and the atpyd of vocational qualification. Thus the
study aligns with the view that self-managing sdbhowould need to become learning

organisations, in order to deliver value by delingrquality service.

Jansen (2001) argues that the lack of knowleddgleeomismanagement thereof, usually explains
the incapacity of a school to translate vision irdgality. Knowledge management refers to an
understanding of the organisational informationwflovhich often relates to personal and
contextual information, and the implementation loége for the benefit of the organisation’s
practices (Brown, Halsey, Lauder & Stuart Wells97p Hill & Bonan (1991), however, argue
that knowledge management is more than managingmation flow. They maintain that it rests
on two foundations: i) it points to social and autl changes in the organisation which make
explicit use of key aspects of its knowledge baset ii), it involves the application of peoples’
competencies, skills, talents, thoughts, ideasuitiohs, commitments, motivations, and

imaginations for improvement and development. Omgions which understand the
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importance of knowledge management have a visiolifttds people out of a “dependency
culture” (Berkhout & Berkhout, 1992). This meanattetakeholders should be more prepared to
take on their rightful roles in the school. But 8oéfrica has a long distance to cover before

becoming a country with a real and powerful knowkeéconomy (Davies, 1997).

Caldwell & Spinks (2008) argue that the notion diflogic space’ is a useful tool for schools to
improve their knowledge base. Such a culture ofodize and debate would be absent or
discouraged in schools where principals perceid#farence of opinion as undermining their

authority. The challenge for many schools, theesfarould be to open up channels of dialogue
between SMT members, parents and educators in suehy that mutual respect develops
between them, with a realization that each has gongeto offer. The culture that this requires
for the development of self-managing schools demapeécialised knowledge that would enable
the effective mobilisation of people in nurturiogmmunication and participation in the school
(Johnson & Pajares, 1996). However without the ssay knowledge, it would be impossible
to participate effectively in debates regardingisieas for the school. This is supported by the
view that knowledge provides a practical framewfwk instilling and reinforcing a culture of

participation in the leadership and managementhefsichool. Developing this kind of capital

therefore requires careful planning and nurturiggner, 2003).

The next section discusses professional developfoergelf-managing schools, as one of the

ways to maximize stakeholders’ knowledge and skills

3.2.1.2. Professional Development

Professional development is a broad term thatsdfeformal and informal types of education,
undertaken for personal and group development,iadididual career advancement (Wylie,
1997). Professional development encompasses #&editlearning opportunities, ranging from
college degrees to formal coursework, conferenaésirgformal learning opportunities situated
in practice (Speck & Knipe, 2005). Professional elegment may also occur on the job to
develop or enhance curriculum skills, leadershifisskas well as task skills (Jasper 2006), and

could include:

- Consultation- to assist an individual or a group of individuab clarify and address

immediate concerns by following a systematic probiolving process.
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« Coaching- to enhance a person’s competencies in a speskflc area by providing a
process of observation, reflection, and action.

. Communities of Practiceto improve professional practice by engaginghared inquiry

and learning with people who have a common goal.

. Lesson Study to solve practical dilemmas related to interi@mntor instruction through
participation with other professionals in systeiwaty examining practice.

. Mentoring - to promote an individual's awareness and refingnma his or her own
professional development by providing and recomrmgndstructured opportunities for

reflection and observation.

. Reflective Supervisionto support, develop, and ultimately evaluate pleeformance of
employees through a process of inquiry that engmsdaheir understanding and articulation of

the rationale for their own practices.

. Technical Assistanceto assist individuals and their organizationingprove by offering

resources and information, supporting networking @mange efforts.

. Professional development may also ocoarthe job to developr enhance curriculum

skills, leadership skills, as well as task skills.

The above factors of professional development wlembined generate collaborative

professional development that leads to purposedi@arning.

Professional development is critical to the advare of learning and service delivery in
certain specialized fields. For example, in thetebhiStates, in the state of Arkansas, educators
are required to be involved in 60 hours of prof@sal development activities yearly (Johnson &
Pajares, 1996). In addition, an engineer may hawmtlergo career development to stay abreast
of new technology and practices. Similarly in Soéfhica, all educators who are registered with
the South African Council for Educators (SACE) erquired to earn professional development
points by attaining a prescribed number of profassi development credits in order to maintain
their professional standing (DoE, 2002b). Educatoegting this legislative requirement could
be seen to have a traverse positive influence ac¢hesschool system, structure and curriculum

delivery, hence providing positive effect on theelepment of schools.

This study associates staff development initiatiéh self-managing school issues, where the

aims of professional development would be linkewhwle school development. However, what
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seems to occur in South African schools is thaettgment of human resources is targeted for
improvement in the classrooms rather than influemt®le school development (Glazer &
Hannafin, 2006). For example, The Department ofdatdan has instituted staff development
programmes such as the current training of edusdtor the Curriculum Assessment Policy
Statements (CAPS). One of the problems associatgdtiae staff development programmes
stems from their generic nature, namely a oneizeall approach, which does not take the
needs of the particular school into consideratioth \@here workshops have been associated with
learning that is not “individualized and is wealdgnnected to the priorities of the school”
(O'Donoghue & Clarke, 2010, p.87). In addition #hepecialised development programmes are
externally organised, are once-off workshops, ared vaithout any follow-up support. This
indicates a need for an effective staff developneetture to emerge in schools, which promotes
both individual as well as group professional depeient needs. This process requires much

more intensive and effective skilled learning tihas traditionally been available.

Each school has varying requirements for professidevelopment, it is therefore important
that development of staff development programmesilshadapt to the context, and suit the
individual needs of the school (Poskitt, 2005). éaivthat skills and strategies simply do not
transfer well when they are not learned in situatedtexts and the potential weaknesses
associated with general professional developmeogrammes, the key to the way forward
would remain with each school providing their owanmtan resource learning development
programme in addition to any departmental suppldre aim would be to ensure that all SMT
members and educators have the knowledge, skilslepositions to meet the diverse learning
needs of the organisation, in order to maintain androve professional competence. This
further suggests the need for people to grow inpartive environment for the development of
the school, failing which it is likely that professal development could remain at a personal
level and be restricted to individual classroomiseréfore the implementation of new learning
needs to occur at individual as well as a wholeogtmitiative. The claims by Poskitt (2005)
informed my semi-structured interview schedules ssught to explore the features of a self—
managing school and the extent to which professideaelopment contributes to the growth of

the school.

In this study | worked from the premise that at ieart of a self-managing school is the need to
set goals that improve the teaching and learningureu However, whilst organisational

development initiatives are linked to issues otlwag and learning, equally important is the
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focus on promoting the school to self-manage, whagtends beyond individual classrooms.
Hence improving the content of professional dewlept learning is a crucial step in
transforming schools towards self-managing. It lmgs an inclusive approach that integrates
self-managing issues with teaching and learningess In this way the school workforce
development initiatives and support processes wauddsciously address issues such as
collaborative working, participative managemendlisgibution of power and leadership. To this
end, Wylie (1997) argues that it is critical fortean SMT members and educators to have
ongoing and regular opportunities to learn fromheather; keep members up-to-date on new
research on how children learn, how the schoold=relop, emerging technology tools for the
classroom, new curriculum resources, and much méneadditional benefit of proficiency
development is that it gives educators and SMT negmh chance to work closely with, and to

network with stakeholders from other schools.

Professional development learning in schools neéedse organised regularly so that all SMT
members and educators could engage in these mdivEImore, 2002). To accomplish this,
schools need to make sure that professional dewelopis explicitly designed, where the SMT
and educators are accorded the opportunity, tfreiress and the time to participate and practise
new knowledge in their schools (Adler, 2002). IruBoAfrica, this reform could fail in most
schools in the face of resistance to capture thmee tior professional learning for all SMT
members and educators and a belief in the ‘cascamhod of professional development
learning. In some schools there exists a belief ths the sole job of educators to be in the
classroom and deliver, and that it is Grade Leadetbe HoDs who may be permitted to go to
workshops, only to cascade the information to #s¢ of the staff upon returning. The “cascade
model” of professional development is a model whidbminated educator competence
development in South Africa during the last decalecording to Jansen (2002) a use of the
cascade method is not always effective as muchnrgton could be lost along the way. This
practice is against the principles of self-managwigich calls for the participation of all

stakeholders in professional development and dmrttan to the development of the school.

Professional development initiatives would besptmmoted at school level where cognizance is
taken of the school goals and the needs of indalglun that school (Ash & Persall, 2000). They
assert further that organisational developmentastraffective when learning is ongoing, where
the school assesses needs and educators ideetfy far their own learning. From this we learn

that strategies to address professional developerenhot enough as educators must become
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learners, be knowledgeable and know enough in daoderake changes at their school. If this is
the case, then it follows that continuing profesailodevelopment of SMT and educators is a

crucial element of self-managing schools.

Harris & Muijs (2005, p.120) posit that a culturedrm of professional development needs to be
“facilitated and ongoing” suggesting that for selénaging schools to develop, certain structural
and cultural conditions would become necessaryh Shange calls for strong leadership in the
school. Leaders will need to recognize the valuehafh-quality knowledge and skills
development at school level, encouraging and fatiig educator participation in professional
development. Katzenmeyer & Moller (2001) confirnatthin so doing, self-managing schools
must be understood as a shared activity, with ktalers engaging in decisions together so that
there are clear expectations for what people shknbgv and be able to do to develop the school
and their learners. This requires building a celtaf communication and collaboration where
educators and SMT grapple with the new learningreshdeas and critically reflect on the
process with a view to ongoing improvement. Thertonnectedness between the various
forms of professional development proceeding owee tneed to be integrated within the school
context, and focused on helping stakeholders nsit tiy acquire new behaviours but change
assumptions and ways of thinking. New practicesldvoame about as these stakeholders reflect
on, and systematically test, what works in theinmentext (Richardson & Anders, 1994).

It is within a learning environment that professibdevelopment can flourish and self-managing
schools can grow (Katzenmeyer & Moller, 2001). Tkiady explores the view that in this
country professional development holds the keys&f-managing schools, in that it opens up a
variety of possibilities for educators and the mermsbof the SMT to participate in different
activities in the school. However such developmeauld need to be of the kind that would
focus on broader organisational goals to targebnbt the individual educator, but the school as
well (Wenger, 1998). Although intellectual capital very important when discussing self-
managing schools, it alone cannot support the sgagka school. In this regard, my discussion

next turns to another pillar of my theoretical flework, which is financial capital.

3.2.2. Financial Capital

Bisschoff and Mestry (2005) identify finance in eéhsol context to include a combination of

material and non-material resources, for the peréorce of tasks which are aimed at achieving
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effective education. | position myself alongsidedt researchers, for example Davidoff and
Lazarus (1997); Bisschoff & Mestry (2005) and Arster, Briggs & Burton (2001), who
contend that finance is an essential requiremesirte—qua noR in every organisation, since
money is needed for the organisation to functiarthke school context such needs incluoier
alia - : payments to staff, for use of water, electricgélectronic communication, teaching aids,
professional development, knowledge and skills greent. Such commodities are essential to
the functional strength of the school, without whit may make the goals of a self-managing
school difficult and unrealistic to attain. Givemetcurrent ability of South African schools to
self-manage and the heightened need for preparapi@mning, organising, evaluating and
controlling the school’s financial operations, at@ need to manage the multiple layers of
internal demands, this section on financial capgaubdivided into the following three themes:

money, materials and time management.

3.2.2.1. Money

The South African Schools Act embodies a shift ffsopply driven service delivery in schools,
to a more demand driven mode where communities hayeater say in how they would like
service delivery to be structured in their scho@A Report to Minister 2003, p.39). Schools
receive funding from the government according foreula based on learner numbers, and the
area in which the school is situated (schools w ézonomic areas will receive more funding).
Schools granted Section 21 status is given finhrazitonomy, in terms of maintaining and
improving the school building, property and othesaurces (Department of Education and
Culture, 2002b). The funding provided by the gowmeent only makes up a small slice of any
school's budget and is therefore inadequate irasusg) operational costs, not to mention the
development needs of the school. Hence, self-magagghools have to establish how best to
plan and invest in new ways of procuring funds kat tthey can supplement the state’s
contribution of finances to the school. This suggékat there is a call for schools to increase

their tempo of fund raising to maximize their funds

In the traditional approach to schools, fund-rajsibudgeting for school fees and donations
were infrequent events, and the utilisation or awistering of funds was considered outside the
purview of the financial function of the school.h8ols were also not involved in competition

with other schools for more learners, to gain ardase in government funding as a result of
greater numbers. According to SASA, stakeholdezshaiv responsible for shaping the financial

fortunes of the school. This has a ripple effectatinthe activities of the school. Failure to
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effectively manage funds may result in schools ggiling, or even sinking (Fullan &

Hargreaves, 1992). However, heeding the warnindsadfl (1996), the raising of money, alone,
is dealing with just one part of the challengein&fcial management. Its utilisation to its utmost
advantage is as important. This endorses the impoet of strong financial management,
professional leadership and effective supervisibmesources for the development of a self-

managing school.

The management of school finances is not an eaky #8me schools are in more challenging
circumstances than others. Thousands of South akfrechools, especially those in the rural
areas still do not have access to basic necessitateh as power, water, telecommunications or
sanitation (Smyth & van der Vegt, 1993). Governméassification of schools into quintiles
according to the levels of wealth or poverty initheammunities also bears testimony to the
implications of a supply of financial capital. Catahs in schools are therefore not always
conducive to developing into authentic self-manggohools. Raudenbush (2005) claims that,
finance has an indirect influence on teaching &adning, for example, by providing resources,
professional development and improving teachemkzaratio. However, empirical research in
countries such as United States indicate that sopbts have only a marginal impact on
improving the quality of classroom learning (Raualesh, 2005). Thus simply investing in new
resources does not mean that self-managing scivdbfgrogress.

This thesis argues that merely according Sectiorstafus to schools does not mean that the
schools have capacity to manage all financial mssindecisions. Money by itself does not
develop a self-managing school. NAPTOSA (2010) elsghe notion that an abundance of
money makes for quality self-managing schools;ha&set is evidence that there are numerous
wealthy schools that are plagued by bullies, disioaxry in the staffroom and parent
communities that are in total conflict with the eoh Similarly, studies by Hanushek (2004) in
Melbourne, found, with few exceptions, that incregdunding for schools had little impact on
educational outcomes over many decades. The arguheefore is that it is likely that schools
that are financially sound may have a head stahah of developing towards self-managing.
However, even where there is sufficient money sthool, if its people do not offer the right
vision and do not have the capacity to manage fuaspetently, the school will not be

classified as an effective school (Thurlow, 2003).
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It is clear that financial management is the keghaping a self-managing school. This requires
ongoing special knowledge and skills. It involvedirk amongst leadership, the knowledge,
attributes and skills required to lead, and anitgbib effectively manage the school finances
(Campher, du Preez, Grobler & Loock, 2003), yet fuibe lacking in many South African
schools. In this regard, Kumar & Ghosh (1991) aripat in an industry there are various people
employed with specific financial skills, for exaraplauditing or marketing; but in the school
context educators are employed to teach. Of pdatiaoncern is that there are few people in the
organisation who have professional skills, expegeand training in financial management. In
fact very few SMT members have management experiand expertise in all areas of self-
managing. It becomes clear that management of fisa®t a simple task for schools, but
involves an integration of skills and knowledgeided from diverse fields (Teichler, 1998). The
ability of the school to exercise flexibility, amldlaw from people’s expertise, both internally and
externally, is what heralds the development of l&meanaging school. Creating such levels of

participation and empowerment, calls for the adwptf a programme of distributed leadership.

Financial management may be one area where worlkl t@udistributed from the principal to
individuals or groups because of their skills, kienige and personal attributes. Gunter (2005)
refers to this as “authorised” distributed leadgrsfihis may explain why some schools have
more coinage than others, in terms of the way thkg appropriate measures of accountability
in managing their funds, effectively distributingsks and relating their finances to the overall
goals of the schools. A self-managing school isarlikely to manifest in organisations where
school autonomy is intricately linked with bottorp-approaches, where the relations are
unstructured and fluid. In this regard, du Pre€d0@) stresses that deliberate measures must be
made to manage the school money as this does ppehay chance. Hyman (2005, p. 390)
provided a powerful perspective on development8iitain. He maintained that “for lasting
change to occur in public services, schools must the lead to let go of the dependency
culture, to empower the frontline and bring on looidwe professionals”.

This study investigates the need for a radicalameeptualization of self-managing schools in
the South African context, where financial capital,indicated by Caldwell & Spinks (2005) can
be viewed as one of the important characteristecessary to create a self-managing school. A
school desires funds to enable it to meet expedistiand thus requires that parents become
involved in supporting and building financial capit(Bisschoff, 1997). With heightened
expectations for the success for all schools, pisiemoney management issues are vital. The
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issue of finance has multiple layers of hidden leimgles for schools, which are demanding on
the stakeholders. An inability on the part of thedevant stakeholders to understand and
undertake financial and decision-making roles éffety, without assistance, may hinder the
development of the school. However, financial issaee just one piece of the total puzzle of

understanding a self-managing school.

‘Material” as a sub-theme of finance is the nexum® of discussion.

3.2.2.2. Materials

Schools need a combination of human and matersdurees, made possible through the
availability of finance, to effectively realise thebjectives. Materials are resources that are
required to deliver educational services such asgkstclassrooms, equipment, textbooks,
computers and laboratory equipment, along withr@et support. Self-managing schools have
autonomy over the acquisition and management giltdmaterials such as facilities, supplies

and equipment that enable the school to develamitsenvironment for learning (Drury, 1999).

A self-managing school is one that should be caorexemwith the materials and equipment that
they need, which would be necessary for strengtigetiie core task of teaching and learning,
and for creating a resource rich environment witlimch learning can take place (Anderson,
2000). However, it is abundantly clear that a lamgajority of South African schools are
struggling as a consequence of material shortagegatying degrees, more so in poverty
stricken societies. The review of relevant literatshows that lack of material resources could
hamper successful implementation of self-managaigals; for example shortages of material
for education, lack of qualified teachers and at lmbsother problems (Caldwell, 2008). These
are the realities that challenge many schools odaidy basis. Yet, in this era of self-
management, schools are expected to “take chaige&lop ownership of their schools, set their
own direction and design and implement policieditttheir organisational vision. Such points
present an oversimplified picture of a self-mangggthool. However, in spite of the most
disenabling realities, many educators have man&gedhieve remarkable successes by being
innovative with almost no resources (Davidoff & bazs, 1997). Materials as a resource have a
role in promoting self-managing schools; howeverithportance of materials on their own may

be less than other forms of support that may beired,
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Davidoff & Lazarus (1997) are adamant that the bestierial in the school may go awry if they
are not properly allocated and managed, so asaiol@good teaching and learning to take place.
Self-managing schools imply a delegated respoiiyilddr financial and resource management.
According to Levacic (1993, pp. 11-13) the procekssesource management in schools can be
conceptualised as a “cycle”. He identifies foustitict elements that collectively form the
resource management cycle: i) obtaining resourjeajocating resources, iii) using resources;
iv) evaluation and review. In reality this procéssot circular, but interconnected to move the

school towards greater clarity, coherence and &fatess.

It may be safe to assume that the management @riadatesources and strategies need to be
integrated into any existing instructional policiesnd strategies for the improvement of
schooling. Harris & Lambert (2003) explain thatstiprocess does not occur naturally. Barth’s
(1990) perspective is that learning from experiemeélecting on actions, understanding what
materials work and which do not, are all elemeriteftective school management. These are
linked to issues of "empowering the school stafpbyviding them the authority, flexibility, and
materials to solve the educational problems pddido their schools” (David, 1989, p. 52). As
mentioned earlier, the design of any school inite&ashould include time allocated for the SMT

and educators to participate in such activities.

Emerging from resource theory is the notion thdhvidual schools could experience difficulties
in meeting the needs of learners in the complexrenment of self-management without help
from other sources (O’Neill, 1994). Assistance doubme in the form of gifts, voluntary
contributions, support and sponsorships. Therefwegols will need to play a proactive role in
linking up with other organisations, leading to #ef-managing schools evolving into an open
system. An open system can be viewed in termbeofdsources it receives from or shares with
its community, as opposed to a closed system wiashrigid boundaries between the external
environment and itself. Harris (2003) says thathwihaterial resources flowing in both
directions, a two-way benefit is established far sithool. This equates a self-managing school
to a living system, where different parts or eletaesf that system are interdependent. If one
part is not working well, for example if the humeasource element is not equipped to analyse
the resource budgets and financial statements,wiisaffect the entire system (Davidoff &
Lazarus, 1997). This suggests that factors thgteslaself-managing school do not occur in a

piecemeal way, but are linked to all aspects andh@very aspect of schoaol life.

| turn my attention next to time management, whigdhtes to all other elements of capital.
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3.2.2.3. Time Management

Time management in the school context is conceptabs a set of principles, practices, skills,
tools, and systems working together to help obtaore value out of time with the aim of
improving the quality of the school (Farrar 200Bjawing from Benjamin Franklin (1748), who
argued thattime is money"| elected to discuss time under the theory of farancapital. By
means of a case study Benjamin Franklin has demadedtthe use of integrated approaches to
time and finance. His argument is that in work tedasituations time wasted is actually money
wasted. Schools have to assure the optimal uss tifrie and be accountabile for the way it is
used (Anderson, 2000). In this regard it has becemeial for self-managing schools to
structure their time, and make decisions to use thee, like money, more effectively. Time
requires explicit budgeting and management. Camdfacations with timetabling, specific time
slots for the numerous different activities andimpim use of facilities and classrooms, enables
the generation of more effective work and produitiftundamental to a self-managing school
(Hoadley, 2003). Said differently successful acclishments are likely to occur when certain

structural and cultural conditions are put in place

Katzenmeyer & Moller (2001) noted that the useiwiet needs to be designed to increase the
potential for the implementation of new strategi€bis involves planning specifically around
school goals, by breaking large goals into dailyveekly priorities. More crucially, it is linked
with the arts of arranging, organizing, goal seftirpolicy making, planning, budgeting,
evaluation and complying with due dates, with thiemate aim of accomplishing educational
goals more effectively. A time schedule would, fexample, hold all the pieces of the
organisation together (Harris & Muijs, 2005). Thisquires the SMT to support educators’
efforts by providing the time and resources forirtltentinuing development (Muijs & Harris,
2003). Closely connected to scheduling a rangectiiges is time management that will
promote the organisation to be more organized amick maroductive. If productivity and quality
are the aims of a self-managing school, then tirmeagement needs to be prioritised. Without
addressing issues of time, the school day may betsp a frenzy of activities, with not much
accomplished. Caldwell & Spinks (2005) maintaint teiiective time management would help
schools feel more in control of their school orgation, which could help relieve stress, and
actually save time in the long run. However, timanagement is not just about noting
appointments on the school year plan, althoughish&n important component. Rather, it is a
detailed account of what needs to be done, whesjsansible and when it needs to be done. It is

a method of needs analysis, prioritising and oagi each day so that nothing important is
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forgotten (DoE, 2006). This involves a careful titbedget” programme that should involve the
entire staff supporting, planning and participatingvhat it is they want for the development of

the school.

Katzenmeyer & Moller (2001) call for schools to bete professional organisations where they
choose to focus and plan their time doing a fewl\ptojects that will really make a difference
to the development of the school, rather than spgnall their time doing many trivial things
that just keep people busy. Harris & Lambert (20@&)jntain that the school should create the
time and environment in which all people can sptam& doing the things that they enjoy and
thereby reach their full potential. This suggestsat ttime management requires an approach
where self-managing schools must be oriented tosvdlekibility and performance. Using
multiple sources of guidance such as delegatirigstagorking in teams and taking advantage of
outside support, resources can save the orgamdatie and energy (Ash & Persall, 2000). This
is characteristic of a self-managing school, whiekividuals or teams pool their expertise
(Bennet, Harvey, Wise & Woods, 2003). Hence, onthefmost enduring qualities of the capital
theory relevant to self-managing schools is thaieti when used in more effective ways by
people at a grassroots level, can make the bigliistence to learning outcomes in terms of
activities that fit in with their needs, as commhte initiatives imposed by the central office. In
this way schools would have a better chance ofeaat their goals.

This theoretical overview suggests that effectimetmanagement assumes a place of cardinal
importance in South African schools. It sets dimttnd guides the school in achieving its core
functions. The theory proposes that it is thoseoslsh that are able to implement time
management strategies successfully, are able tiwotdheir workload, rather than spend each
day in a frenzy of challenges, reacting to criisrecrisis. Where time is planned and managed
well, stress could decline and productivity of thrganisation can soar. Time management is
therefore deemed a necessity in the developmerrttsiself-managing schools as it determines
the scope of projects and alerts people when a sk be done. It de-emphasizes the
importance of squeezing every minute of an indigldutime. Although schools have made
progress at varying levels regarding time managénteseems that they still have a long way to
go with regard to time as a variable in school a@feness, productivity (achieving of

objectives) and efficiency. The study explored ¢hissues.

Building on the discussion of intellectual and fic&l capital, the next section explores issues

of Social Capital theory.
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3.2.3. Social Capital

Keeping in mind that schools are by nature socrdlties | begin with Hanifan's (1920)
definition that the notion of social capital is cemned with explaining a wide variety of social
relationships between members of the organisakbioth internal and external. Caldwell (2008)
affirms social relationships in the school contaxteing the relationship of formal and informal
partnerships, teamwork and networking with the pi@gsecommunity, other schools, business
and industry. He further adds that this includdsiraividuals, agencies, organizations and
institutions that have the potential to support,amdere appropriate, be supported by the school.
Social capital, then, suggests the cultivatiomtdriconnectedness of people through sharing and
social interaction among people who interact cardusly with each other, towards achieving
certain common goals (Coleman, 1988). Similarlykiy@ama (1995, p.10) defined social
capital, as it relates to schools, as: “the abititylocal councils, schools and adult education
providers, to work together for the common purpokeroviding many forms of education to

the community”.

These definitions emphasise that self-managingdastare social structures that do not function
in isolation, but are constantly influenced by tmeople within and out of the organisation.
“Self”, as in self-managing schools seems to intpat the practice starts from “the self”, that is,
within the school. According to Kretzmann & McKnigli993) “beginning from within”, means
that the school uses the skills and resourcesadlailwithin the school first. This idea is also
supported by Khanare (2009) who believes that wkidf-managing schools call for internal
and external partners to network, to work togettgesources of support for the school, schools
should not become totally dependent on outside aamittes. This suggests that the school
should firstly utilize the assets within the orgaation and thereafter empower its people. These

are vital characteristics that have a direct affectnoving the school towards self-managing.

Putnam (2000) points to some of the benefits wherkus conducted from within the school in
ways that are consistent with their own aspirationbaving confidence (self-efficacy) to take
on and put in the necessary effort to succeed alletlying tasks; ii) making a positive
attribution (optimism) about succeeding; iii) perseng toward goals and, when necessary,
redirecting paths to goals in order to succeed; ighavhen beset by problems and adversity,
sustaining and bouncing back to attain success.selhdaims underpin a number of
characteristics of a self-managing school, such st$iool improvement, a focus on enhancing

the quality of learning, the school vision embrgcial members and learners, and schools
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developing structures that address external pressiar change; while acknowledging that
important opportunities to internal capaciwyse.

Whilst | have noted, that self-managing schoolsuthatart by using assets within the school
first, | have also considered the views of FullaB892) who states that to establish social capital
in schools, there needs to be a plan in place rgakmovisions for the participation and
contribution of stakeholders, with the releaseimetand some resources. Schools are therefore
challenged to manage time, plan, implement, suppoegotiate and engage with many
partnerships, so that they may be able to secyieehilevels of success. Some practices that
highlight the drive for improvement of the schooBscial capital include the infusion of
distributed leadership, collaborative planning aschool wide co-ordination of activities

(Hopkins,et al., 1998), so that schools can develop more widely.

Successful self-managing schools have a tendenclp tevell if there is an apparent pool of
social capital, with good leadership (Harris & Lasrth 2003), however, school leadership
shortages in many countries have been well doclwedem literature. Coleman’s (1988)
contention is that openness and critical engageraeringst participants, which encourage
horizontal approaches to leadership, seem to be wmmsistent with the development of self-
managing schools. However, developing a self-mamgagchool seems to remain a socially
complex challenge for schools in South Africa. fehe reasons could be that these schools
continue to retain their rigid bureaucratic struetj and that principals perpetuate the status quo
by controlling the school in autocratic ways (Mol2D02). Many South African schools remain
unresponsive to the call for self-managing as treycharacterised by the absence of dialogue
and social participation, which can be problemtdrcschool development. School leaders, who
dominate stakeholders and deny them their rigtspieak, could also hinder their participation
and involvement in the school (Grant & Jugmoha®80This study notes that the link between
social capital and achievement is particularly regron schools that have strong community

networks, where active engagement of stakeholderedessitated.

Caldwell (2008) calls for strong leadership of smlspwhich demonstrates knowledge and skills,
and a commitment to building learning, while Figld003) pleads eloquently for social
networks. Linking these two aspects, self-managictgools would be conceptualised as places

of shared leadership, where people forge relatipsshnteract, trust and support each other,
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share knowledge and pool resources (Field, 2003lobtg 2003). This further suggests that
social capital is multifaceted. As each capitaimalti-layered, it seems that the merging of

school leadership with the various elements ofteafs the glue that holds the school together.

3.2.3.1. Partnership and Networking

Figure 3.2: Created for this study - PartnershipSducation
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From a business perspective, partnership can beedeés a contractual relationship between
two or more people, characterised by shared gbmisTpit, Erasmus & Strydom, 2010). Naidu,
et al. (2008), define partnership between the school &ndtakeholders as reciprocal, as the

provision of mutual services. Bray’'s (1999) viewspartnership are:

When we speak of an expanded vision and a renesrachitment, partnerships are at
the heart of it (p.1)...... “Education is, and mubk, a societal responsibility,
encompassing governments, families, communitieshanegovernmental organizations
alike; it requires the commitment and participation all, in a grand alliance that

transcends diverse opinions and political positigms).

These definitions highlight the many facets of abcapital that need to be focused upon, such
as the interrelationships within the school. In gwntext of this study, partnership will be
subdivided into two sub-themes. Firstly, therehe tnternal partnership which refers to the

relationship between staff members (educators amdeducators), learners, parents, SGB and
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the parent community. The second sub-theme redetiset external partnerships, which include
the extended community, different bodies that hameinterest in what the school is doing,
regardless of their geographic locations, such egious based organisations, political

organisations, research based organisations, lpeafit and non-profit organisations and

government agencies (Sanders, 2006). The concepartiierships, therefore, is rooted in an
understanding of interdependence among differeaplpewithin the organisation and outside
the organisation. This concept seems germane terstachding the factors that shape a self-

managing school.

In discussing internal partnerships, | draw fromtnAm (2000) who argues that in every
organisation there are skilled and knowledgeabtplee But these isolated individuals do not on
their own, necessarily, make the school rich iniocapital or intellectual capital. Effective
schools use participatory methods to identify gasgpartners in as many activities as possible.
In this connection, Myende (2011) maintains thdtosts should firstly find out what local
people can do within the school before assistascught outside the school. Basically this
suggests that assets are available in the schdatham there is a need for schools to access the
reservoir of strength of the people within the sdhand the community. According to
Kretzmann & McKnight (1993), using people in thgamisation and community appropriately,
allows them to identify their strengths and buildhm their own field. Such elements, it can be
argued, require strong and adequate communicatiory dpack and forth between members, so
that all relevant parties have an understandingviudit they should be doing. These factors
underpin important attributes of a self-managingost, which enable stakeholders to solve their

own problems.

Just as it is necessary for schools to engage intignnal partners, schools need to invite and
network with external partners as well. Schools may have within them all the necessary
resources to meet organisational demands. In dgard, Sanders (2006) pointed out that the
need for extra resources is one of the crucial robetants for networking. This view is
encapsulated in a large scale study conductedeblitiman Social Research Council for Nelson
Mandela Foundation in 2005, where the findings aéaa that businesses can assist schools with
resources and in turn depend on schools for theugtmn of a skilled workforce. The purpose
of networking with businesses may be directed tdwadhe economic and social actions of the
school and not directly to academic effectivenesseased growth can be sustained in all forms

of capital: intellectual, social, financial and sfpial capital, by drawing on the expertise, skills
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and knowledge of people outside the organisaticand@grs, 2007). To lend weight to this
argument, Section 36 of the SASA (1996), statesttieschool governing body must take all
reasonable measures to supplement the resourcpkesupy the state in order to improve the
quality of education provided. A detailed undergiag of the importance of interrelationships

between stakeholders is an area with which all glshmeed to be familiar.

A case study conducted by Sanders & Lewis (2008)3#\, reflected that the primary goal of
networking with different organisations and pargneras to improve learner performance and
school success. The findings were that through ording with businesses, organisations and
communities they strengthened the school programwiéisout sacrificing academic time and
this in turn strengthened the school’s capitalsjidoye, 2009). Literature carries examples of
schools networking with State departments to deidl some of the challenges experienced. For
example, the South African Police Services departrhas assisted many schools in tigarfe
Schoolsprogrammes, and the Department of Social Developrassists with issues of abuse,
HIV and AIDS. Although it is clear that differenagners can contribute to the success of the
school, external assets cannot be utilized if they not invited as partners (Kretzmann &
McKnight, 1993). There appears to be a strong ociiore between inviting and influencing
people to get involved, and to distribute leadgrshith the improvement of learner results and
the development of the effectiveness of the sclasoh whole. Neglecting to tap into all these

resources may be regarded as a shortfall in theertmwards self-managing schools.

In countries like Australia and the United Staté®America partnerships between schools and
external communities has existed from the 1970&s(Ba, Sieving, Ericson, Russ, Cavender &
Bonnie, 2010). Thus, schools in South Africa caarrefrom these countries on how to invite
parents, community leaders, government organisaitimigl businesses to forge partnerships with
schools. According to Fullan (2007) the conceptlezdership is crucial in ensuring strong
school partnerships, as real leaders should hawealtility to motivate and enthuse others.
Considering that working in partnerships, more emdy external partnership by schools,
appears to be limited in South Africa, this studyleres the possibilities of partnership and

networking, in understanding the notion of a sedfAiaging school.

This study works from the premise that self-manggichools emerge from organisational needs

and not simply individual needs. As the majoritypafrtnership activities in a school involve
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working collaboratively, the next section discusske effectiveness of teamwork in self-

managing schools.

3.2.3.2. Teamwork

A suitable definition that encapsulates the meapoing ‘team’ is provided by Everard & Morris
(1996) who see a team as a group of people or dauai partners who come together, to work
co-operatively on a common task and a common parpdscording to Coleman and Bush
(1994) team-work is much more than the meetindhefrhembers. Team members need to have
a clear sense of purpose about their work, activelgperate in decisions affecting the team and
be able to achieve agreed plans that is conneatée tschool goals. Productivity and morale are
more likely to positively affect the growth of tlsehool, when people are committed to the

decisions and goals of the team.

Each member of a team possesses different aremgpeftise, skill, personalities and abilities
that complement one another. These qualities btdogether offer greater opportunities for the
generation of creative ideas and solutions to @mbl Teamwork is grounded on the
understanding that each member possesses somgihingtribute towards the achievement of
the goal. The importance of stakeholders’ involvetrend participative management in schools
has increased the trend towards more teamwork r{StE§96). According to Katzenbach &

Smith (1994, pl), “it is obvious that teams outperf individuals”. In the same vein, Leithwood

(1996) rightly argues that working through teamsjol are effectively managed, provides a
powerful opportunity to meet some of the challengbgch South African schools face, such as
turning away from hierarchy and individual autogra@® team-based approach is surely

something that all self-managing schools cannatrign

All team members are accountable for maintaining amproving the process for which their

team is responsible. In this regard, there arer deguments by Handy (1993) that teams offer
many advantages over the more traditional waysrgdirasing a workforce, as each member in
the team contributes skills and tasks that may igelw distributed amongst all team members.

Pil & MacDuffie (1996, p. 343) provide two decadaegsesearch which provide:

Considerable evidence that workers in self-manadg@agns enjoy greater autonomy and
discretion, and this translates into intrinsic remda and job satisfaction; teams also

outperform traditionally supervised groups in thajamity of empirical studies.
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Hence the notion of managing schools through teamsates itself with collegial approaches to
decision making, which in turn leads to a sensevafiership and has been recommended as an

appropriate way of managing the work of profesdigtef in educational institutions.
This notion has support in the literature:

"You cannot just wave a magic wand and say thatvgogot teams. It doesn't happen
that way. You have to do everything you can toterea much of a team as possible”
(Wallace & Hall, 1994, p. 43).

Research has further shown that an essential ¢bestic for the development and success of
teamwork is leadership (Gretz, 2003). There armtraeds that necessitate a leader’s attention
and intervention so as to ensure that these naedsoatinuously met. Similarly the task for
which the group has come together spawns a rangesloheeds that need to be fulfilled; such as
the task must be clearly defined; the objectivesdrte be articulated and accepted; planning and
organising for successful completion of the task teabe performed; subsequent activities need
to be implemented; conflict to be managed; thegoerénce of the group to be evaluated with
feedback and support provided. Ultimately, this liegthat effective teams do not develop by
accident. It takes time, skills, and knowledge teams to be successful. This is another area
where distributed leadership, based on peopledissidther than power and status, may be
evident. Distributed leadership requires a williags by the designated leader to ‘stand back’
and allow other team members to assume controlrdiogpto the needs of the situation. The
principal cannot be directly involved in all teanonk therefore there is a greater need leadership

to be devolved more widely to different individualsross different teams (Spillane, 2005).

In this way teamwork creates opportunities for afifint stakeholders to lead in different

situations (Steyn, 2002). Hierarchical structunesgpaevalent in schools in this country; however
principals will need to acknowledge the leadersbiils of other stakeholders within the

hierarchical system of relations for the systemdaftributed leadership to operate. School
hierarchical structures can consequently be alteré@écome increasing ‘more flat’ by the use of
teamwork. As the school moves in the direction tasaelf-managing, the leadership base can
become more evenly distributed between membetseoEMT, educators and other stakeholders
(Gunter, 2005). For teamwork to grow certain stitadt and cultural conditions are necessary.
For example, the type of leadership in the schboukl be based on cooperation at all levels,

such as: those within schools, their community, dlly parties at national level, and by
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international co-operation. Moore-Thomas & Day-88rn2010) advise that strong leadership of
the school should encourage team work and develwelship across the teams. Exploring the
notion of a self-managing school in the South Adrniccontext is therefore begging further

investigation to gain a better understanding of hesues such as teamwork are practiced in
schools.

Although the success of self-managing schools uslls attributed to astute management and
leadership in the growth of teamwork, self-managsahools may also benefit from an
additional source of inner guidance, creating btahgible and intangible value to the
organisation (Robertson, 2005). This study idesdifone such source as spiritual capital, which
incorporates the juxtaposition of personal spitityand workplace dynamics. The next section

covers the theory of Spiritual Capital.

3.2.4. Spiritual Capital
Shields (2005, p. 15) states that:

If we ignore the issues of spirituality, we are @gpting our responsibilities as
educational leaders to provide the spiritual cateatt constitutes one of the essential

moral rights of an individual who comes to our paldducation system.

3.2.4.1. The Phenomenon of Spirituality - What Doeghis Mean?

The term ‘spirituality’ is derived from the wordpsit’ which comes from the Latin word

“spiritus”, meaning breath (Tisdell, 2003). Thigggests something elusive, yet vital. Literally,
spirituality refers to a person’s spiritual life tmne lived reality of what is perceived to be
spiritual. However spirituality needs further cfmation in terms of understanding the
fundamental characteristics of what a person’stapirlife might consist. There are important
guestions that this sections attempts to explareety “how can we make visible or perceive
something that is by nature elusive? How does $parituality’ of its people shape a self-
managing school?

Spiritual capital in the context of this study msfeo various understandings of spirituality that
integrate people’s beliefs, moral-values, attitudaed actions within everyday life. De Souza

(2004) believes that spirituality is about enhagcamd transforming lives. For the purpose of

87



this thesis | found Tisdell's (2003, p. 28) apptoado the meaning of the phenomenon of
spirituality helpful. She emphasizes that spirityais understood to refer to individual and
social behaviour, including beliefs, values andtwates that are perceived by participants to
describe the lived experience of a person’s spiriteality. In relation to education, spirituality
and religion are not the same, but for many petipdy are interrelated. Spirituality is about
awareness and honouring wholeness and the intezctguness of all things. Fundamentally it is
about the making of meaning. Spirituality is alwgyssent (though often unacknowledged) in
the learning environment. It constitutes movingdoss greater authenticity, to a more authentic
self. Spirituality is about how people constructowtedge through largely unconscious and
symbolic processes, often made more concrete ifoarts such as music, art, image, symbol,
and ritual which are manifested culturally. A peroen of spirituality is subjective and is
shaped and re-shaped by life experiences, sociljral, economic, political, educational and
religious ideologies and practices. This initialdarstanding of spiritual capital allowed for a
better understanding, and appreciation of otheolacsi perspectives on this concept. It has also
influenced my research intention to inquire inte tived experience of the phenomenon of

spirituality in a self-managing school as the ggsants perceive it.

Wealthy schools and schools operating in povergyvatually the same in one crucial aspect -
all schools are supposed to run according to tsets of core values; which is termed “spiritual
capital’. Spirituality is complex because it candmzceived and experienced in a range of ways -
cognitively, intuitively, emotionally, behaviourgll culturally and socially (Groen, 2001;
Sergiovanni, 2000). There exists a mistaken bdfiaf spirituality is only to be found in faith
based schools. Religious based schools, such as tidhe Buddhist, Hindu, Christian, Jewish
and Muslim faiths might have an initial advantagecause they teach moral codes. Yet any
school, whether or not it has a religious base shbe grounded in sound spirituality, as it
empowers the individual to cope with and resolve-World issues, while demonstrating

virtuous behaviours such as humility, compassioatitgde and wisdom (Sergiovanni, 1992).

Bohlin & Ryan (1999) have shown that spiritual @asseften called inner qualities or abilities,

are far more powerful and valuable than materiaétss which benefit something other than the
self. These inherent characteristics of ethical amatal salience, a call or drive to serve,
ultimately goes beyond competencies, knowledges#ills. It becomes the soul of the school’s

currency. It takes the form of the stakeholdersfp&iooperative and sometimes volunteering to
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do things that are regarded as important in tlefiosl and community, which have a number of
benefits for the development of a self-managingsth

The Report of the Committee on Health and Socialdation, (1977, p.35) suggests that schools
should foster pride in heritage, in the growth eff-&dentity, and in seeking purpose and
meaning in life. Ultimate concerns should be “Wim & Why am | here? Where have | come
from? Where am | going?The report also explains that schools should be #bincorporate
some of this dimension in their teaching becausspiitual dimension... is part of being
human’ (ibid, p. 35). Using this lens, this studyestigated how spiritual capital describes the

type of school involvement that is envisaged fselt-managing school.

3.2.4.2. Emphasis on Human Values

Many of our schools in South Africa are multi-cuétiproviding a necessary challenge for a
broad-based education in human values, which isnilgneeded to foster harmony in diversity.
In this study “spirituality” will be taken to medhonouring human values’. Human values are
those attributes and qualities that are the esdegiitments of all important decisions in the
human arena. They are innate in all people anddecli)a deep caring for all lifewhich is the
basis for all the other human values,ipgn-violence which arises from an awareness of the
sacredness of all life; iiicompassioncharacterized by the desire to eliminate sufteramd
misery for all life; iv) friendliness and cooperationyhich comes with an awareness that we
belong to one family; vijenerosity and sharingawareness that true prosperity is the result of
giving, not of hoarding; vip feeling of belonging and oneness with all ldeareness that we
are all part of one universal spirit; végrvice to societypoted in the awareness that we are here
to contribute something of value to society, nhoget something for ourselves; i&)sense of
commitment and responsibilityltimately extending to all of society and all life) peace and
happinessjs a product of all positive values working togetkefficiently (Baker, 2000). The
values outlined above are not independent, sepgrateiples or categories but are mutually
interrelated while having an inter-dependent ess@meach case. They are universal, inherent in
everyone, but if they appear to be latent, thensic nature of these characteristics propels
stakeholders to think and work towards efforts the@mote stronger principles of a self-
managing school. For example, generosity and siasirvice to society, peace and happiness
can ensure success when developing effective psahipe among educators, parents and

communities.
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South Africa has followed international trends hbgluding human values, beliefs and attitudes
in education. The Department of Education envigiofee South Africa, an education system
that is democratic, literate, and free from disanation and prejudice (DoE, 1996). Despite the
Department of Education’s commitment to redress pgisstices from the apartheid era to the
new democratic era, tragically, this vision is faym being realised in our schools. Mitroff &
Denton (1999pp. xiii-xiv) in their study on the role of spirituality in theovkplace asserted that:

Over the years we have tried all of the conventid@ehniques known to organizational
science to help organizations change for the betteAfter years of study and practice
we have come to a painful conclusion: that all leé tonventional techniques in the
world will not produce fundamental and long lastidlganges... We believe that today‘s
organizations are impoverished spiritually and thaany of their most important
problems are due to this impoverishment... We betieaeorganizational science can
no longer avoid analysing, understanding, and ftirgatorganizations as spiritual

entities.

There is a shift in perception towards understagtiow important these invisible assets become
when applied to learning organizations in genddalepak Chopra (1994) describes in his book
The Seven Spiritual Laws of Succlesw, as humans, we are taught to fear our diftevemather
than to celebrate them. Yet, it becomes appar@m fscholars such as Fullan (2002) and
Christie (1998) that by earning people’s respeut, &orking together with people and teams it
becomes possible to generate a greater capacithdadevelopment of self-managing schools.
In South African schools “the community” concept“abuntd would be seen as appropriate.
This concept has a strong African philosophicakbakich upholds the belief that a person is a
human only because of other people (Ndebele, 266f)ce, living in harmony, compassion and
kindness is a reflection of the spiritual assett #hould become the foundation of our world.
This would render the incorporation by South Africachools of the principles afbuntu
(including the principles of love, truthfulness,lde helpful, caring and considerate of others) as
most necessary. Ubuntu further creates a framevaorklialogue, to discuss both the school’s
and community’s needs, to utilize human talent gudential, so that people can meet
organisational aims beyond their normal contributio the classroom. The African principles
suggest trust and consultation, which form the &si negotiations and resolving conflicts.
Today's legislative demands require skills that aefined by networks of support and
collaboration, people working together, distribgtitasks and responsibility (Ndebele, 2007).
Thus the roots of Africa’s principles, sit well Withe principles of a self-managing school,
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which embraces the deep seated belief of promaliagnterests of the whole community and
broad-based involvement. When members come togesperak about and demonstrate the
merits of their values and beliefs, they gradubbgome shared norms and values, as opposed to
a hierarchical decision making processes whichgdadtifle communication and initiatives of
members (Alvesson, 2002). Successful self-managghgols would appear to fit these criteria.
Moreover, schools are not homogenous entitiediesalifferent and hidden aspects of school life
must be allowed to emerge and be given voice (Barid Ryan, 1999). In this regard, Zohar &
Marshall (2004) explain that some of our most pdweresources may be laying fallow and
little used. Therefore the more frequently and canssly schools draw from spiritual assets, the
richer life will become and more commitment is désed in transforming schools (Bassen,
al., 1995, cited in Bruyret al, 2002). This enables a more rigorous examinatithls study
about the richness of ideas and views which coaldehmplications for a particular school

context and the strategies that could be uneatthaddress different perceptions.

Theories on spiritual capital reflect that spirlitaasets, often called inner qualities or abilities
are far more powerful and valuable than the mdtasaets, such as buildings or equipment. If
good ideas emerge from talented people workingthegeit must follow that unity in diversity

is a key to the development of a self-managing slchichis implies showing tolerance for the
differing views and beliefs of others, their needsl their individuality. This is one way of
upholding an important characteristic of a self-aging school. However Kung (2002) argues
that despite differences, the school culture sh@ednit common expectations and collective
understandings of the organization. The absencerdensus on values, unconditional standards
and personal attitudes can hinder the developnfetiecschool as it can lead to either chaos or

dictatorship.

If schools are really to progress, the spiritugdemss needs to be incorporated into the school
programme in a wholesome way. Studies (Shields,dfdsv& Sayani, 2005) reflect that whilst
some schools are striving to succeed academiaaigrwhelming evidence indicates that moral
and value degeneration is increasing exponentidigucation in schools has reached an
impasse. It therefore seems that advancement iandial capital, technology and
implementation of the new curriculum alone are awdhte in addressing these issues. Society at
large does not seem to be reaping the benefitiohtademically accentuated education. In the
guest for competition, schools have forgotten thelamental values of caring and sharing. The

focus on education is on acquiring knowledge aanhitng the mental and physical aspects. As a
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result schools may have acquired factual knowlealys skills but not necessarily virtue and
wisdom (Shields, Edwards & Sayani, 2005). Schoeksdnto continually challenge traditional
practices as the concept of self-managing resosatesgly with the notion of schools meeting
needs. This implies a willingness to act for thendfg of others. In the context of a self-
managing school this would refer to stakeholdeiagoeommitted to serve the school’'s best

interests.

Hargreaves (1998) posits that spiritual capitabl®mut the connectivity of one person with
another, and is about creating a safe and secare $p which collaboration can flourish. This
approach augurs well for self-managing schoolgmmsed to stakeholders working with strict
rules and regulations administered from the priacig-iszbein (2001) advises that for an
organization to generate spiritual capital for deratisation, it must instill open and inclusive
attitudes. This will require that schools closekamine and revisit their strategies to nurture an
environment that would equip people to contributsifively to the prosperity of mankind.
Schools in which old dogmas and doctrines are adafot formulate new sets of values that are
meaningful and applicable to schools of today, e likely to succeed in self-managing.
Some schools fail in this regard as they practiosure and exclusion. For example, IsiZulu
speaking learners are prohibited from communicaitintsiZulu in an English medium school.
This highlights that for self-managing schools torkvit is premised on the view that it is a
process where all tangible and intangible factoustrbe in line with the principles of inclusion,
equality and respect for diversity. Schools are mequired to transform themselves from
organisations which were historically, tightly caited and move towards democratic self-
managing organisations (Senge, 1990). The abowesti®n has provided a clearer framework
of spiritual capital and direction for my explortiof the role and experiences of the SMTs and

educators in this regard.

Schein (2004) claim that values, beliefs and atétuof members guide their behaviour in the
school. Shared values and beliefs are essentigdaieastics of a self-managing school, as they
underpin the behaviour and attitudes of individualthin the school, thereby providing the
foundation for the ethos of a school (Janson, 20@2mbers of a school community who share
a school’s values are more likely to participatesanool activities (Van Galen, 1997). When
they share the school’'s beliefs about life and nieq, parents are more likely to feel a
connection with the school and, based on this atiiore have been found to be more active in

advocating for school improvement and promotingstiachievement. Furthermore, Van Galen
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(1997) found that when the school and school conityare shaped by shared norms and
values, the feeling of belonging is strengthenbdrd are fewer discipline problems and higher
levels of achievement for learners. But in pragtiee schools are moving towards self-
management only limited versions of these changesated as taking place (Dimmock, 1993).
Bourdieu (1986) claims that if individuals are gpiaslly impoverished, leaders need to step in,
take charge and inspire people’s deeper-levelspoftigality This involves working on the

perceptions, values, beliefs and attitudes of $talkiers in the organization, that consequently
shapes the mind-set of individuals and influenbesmhanner in which they approach their work.
The principles of self-managing suggest a move beéycommand, control typified by the

thinking that one person or a group of people kmdwat is best for the school.

It is immensely difficult to change existing cuksrin an organisation. In a sense it demands a
transformation of the “soul” of the organisatiormeldiscussion that follows turns to the building

of the desired spiritual culture for a school.

3.2.4.3. Building a Spiritual Culture

Appropriate structures are in place in South Afficaschools to transform into self-managing
schools. However literature suggests that strucithranges alone do not create an effective
school (Morgan, 1986). This view is advanced byhbidiles (1998) and Sergiovanni (1991)
who argue that a desired culture for self-managuiwols has to be built. Smylie (1995) argues
that it may be difficult to develop a self-managshool to its fullest, without developing its
culture. In giving substance to this view, withimetcontext of the South African education
system, Miles (1998) proposes that considering gpecific differences that exist between
traditional schools and self-managing schools,utattng should be ‘built’ into the life of the
school, so that it is compatible with the princgplef democracy, and becomes part of the
school’s ordinary life. Mullin (1996) warns that-celturing is not a simple matter, as it is
concerned with altering how things are done in sgaoisation as circumstances in the wider
environment change. Culture re-building requiresiées to work with other stakeholders to find
collective ways of doing new things. Fullan (200@ises the notion of re-culturing as
transforming culture and changing what people m @hganisation value and what they do to
accomplish their goals. For example, attention ddag given to the intangible and invisible
characteristics of the organisation; such as thkissensory amalgam of symbols, routines and
procedures, values, attitudes and beliefs whicecatihe behaviour of organizational members

(Cheng, 1993). Re-culturing concerns inventing warabunts to a new way of life. This can be
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a threatening experience, however it is considésed honourable moral objective in any
education system because it facilitates growtmdividuals as human beings” (Schechter, 2004,
p.173).

It is of interest to note Caldwell's (2008) contritons regarding the framework of spiritual
capital, which led to a clear understanding thatdtrength of moral purpose and the degree of
coherence among values, beliefs and attitudes alsignificant role in providing a supportive
environment for the development of a self-managicigool. Also clear in this is the overlay of
spiritual capital in understanding both social améllectual capital. For example, in the case of
school systems, high levels of social capital woutd be achieved without shared trust and
other moral characteristics. Similarly, intelledticapital cannot be effectively implemented
without a strong moral purpose and shared valubs. ififluence of spiritual capital on social
and intellectual capital shows the need for alignineetween all types of resources. The views

of Malloch (2003, p.8) explain this more clearly:

The often used terms social capital and intellekcuapital themselves are based to a
large extent on the existence of good faith, tresgwardship, a sense of purpose and
other moral characteristics which cannot persisttie absence of piety, solidarity and
hope that come from religious and spiritual sentilse When this is lost, societies and
economies often decline rather than grow. When dbsunds societies and economies

prosper.

Thus it is recognised that, spiritual capital i@bentrustment of responsibility, care for the
organisation, sources of moral teachings and espess that may motivate, channel, and
strengthen people to reach particular goals otsioh, participation and transparency (Woods,
2007). However, within this frame of reference, @lepment towards self-managing schools can
be seen as a process which encapsulates the btherelements of (intellectual, financial and
social) capital as well. Given the demands of &meahaging school, Calhoun & Joyce (1998)
suggest that it is when all elements are pullinthensame direction, that there are more chances
of the school developing towards effective self-agament. These fundamental characteristics
in themselves do not provide answers for develomng schools; however the point to be
emphasised here is that for self-management toubeessful, leadership styles should be
determined by a range of factors to sustain tharosgtion. To this end, Fullan (1993) contends
that even in self-managing schools, a certain degifecentral control and co-ordination is
necessary within the organisation. A self managscbool may run the risk of becoming

disorganised with various sub-systems moving irfeckiht directions, following different
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priorities or producing incompatible outputs. leses obvious that successful schools would
spend considerable time building their school celtsince nothing can be accomplished if the
culture works against the reform (Cunningham & Goed.993). Badat (1995) cautions that this
process should not be rushed; it is a long-terncge® that develops as people engage in action.
Therefore the need is for schools to clearly alditeua set of values and a purpose, which all
members understand. These become key references pairdirecting the move on the path of
self-managing.

3.3. Exploring the Notion of a Self-managing Schoadthrough the Lens of Distributed
Leadership

Calls for schools to be learning communities thrat self-managing, democratic, participative,
and empowered have heightened the link betweerokcland distributed leadership practices
(West-Burnham, 2004; Fullan, 2002). If SMT membexpect optimum levels of performance
from staff, they would need to understand what e&am by distributed leadership and how the
factors thereof affect staff members. There hawnbrwimerous attempts to define the concept —
distributed leadership, and of these, this studg wamed by the following scholars. As has
been explained in Chapter Two, section 2.5., Gis1{005, p.6) view is that leadership applies
to “social and socialising relationships” which nmegvan individual to lead. It involves
motivating, channelling and directing behaviour strength of responses, and persistence of
behaviour, for a particular activity. Also framinlgis study was Gronn’s (2000) and Harris’s
(2004) view of ‘distributed leadership’ as embractihe principles of participatory and inclusive
styles of leadership. Gronn’s work elaborates ostrihuted leadership as a network of
individuals interacting as leaders, which contragth leadership by one person. This suggests
that conceptualising a self-managing school asndividual or senior management endeavour
negates the existence of shared leadership or dhegwahips with all members of the

organisation (Muijs & Harris, 2003).

Barth (1990) claims that it is impossible for orergon to lead and manage an organisation as
complex as a self-managing school, because itemisgly impossible for one person to fully
address the complexities of diversity or the heawykload that is demanded from SMTs and
educators on a day to day basis at the schoolumligieness of each person makes it easier to
adopt an ethical stance of absolute regard forviddals; honouring their differences in
knowledge, skills and cultural traditions (FurmarS&ields, 2005), which collectively could set

into motion the behaviours appropriate to achievangelf-managing school. Authors such as
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Harris & Lambert (2003, p.4) claim that leadersimpoday’s complex environment requires the
efforts of “many rather than a few” to bring abqubgress. Simply stated a self-managing
school is concerned with less control and unifoymut more support and empowerment, with
open dialogue and critique. Hence this study nibtesmportance of distributed leadership to the
development of self-managing schools. Both are ¢ementary concepts of incorporating self-

management.

Distributed leadership is grounded within the papadof “division of labour” (Gronn, 2002). It
attests to collective task accomplishment, where tw more people team up, pool their
resources, relying on each other for the completibthe task as a shared practice. Chapman,
Boyd, Lander & Reynolds (1996, p.103) assert thatractise self-management of schools mean
“learning to be responsible for freedom”, and mimsportantly to accept the fact that self-
managing is possible only when all participantghia organisation share the process. In this
regard, The South African Constitution presentsgresting challenge in attempting to create a
new landscape for schools, based on stakeholdarstipation where they have a significant
say in decision-making. Whilst the schools in ttagintry have undergone extensive structural
transformation, many schools have yet to move éndinection of sharing leadership. So whilst
there is evidence of greater participation in sthdoaday than perhaps there was prior to 1994,
this is not enough to improve the quality of ouh@mls. Therefore, | deduce that while school
structures have changed, there is still a profawetl for change in the culture and practices of

schools towards a more distributive form of lealgrs

Two studies that attest to the benefits of distedueadership are the 1999 National Association
of Head Teachers’ (Harris, 2004) research, an@@@4 National College for School Leadership
research. The latter found that low socio-econasclwols exhibited distributed, less directive
and more successful practices (Muijs & Harris, 2008 both studies emphasis was on
collective involvement, and consultation was dmited. These practices pave the way for
discussion on the impact this has on the developwieself-managing schools. What emerges
from these studies is that a collective form ofdErahip is advocated, in which stakeholders
work and develop together. The adoption of a sysiedistributed leadership suggests that the
space has been created for all role players toribate to the effective management and
leadership of the school. It highlights their aat@bility and ensures greater sharing of

responsibility in developing the school as a sedfaging school. This suggests that schools

96



should not depend on government leadership butheserofound opportunities available from
the leadership that each of the members bringsetotganisation.

“Parallel leadership” is an expanded conceptioadfcator leadership advocated by Andrews &
Crowther (2002). By this, they explained that pipa¢s develop meaningful relationships with
the staff in “parallel” with one another, where hés mutual respect, trust and allowance for
individual expression. This point is particularipportant with reference to educator leadership
as noted by Barth (1990, p.61), who comments that:

(W)hen teachers have legitimate authority, sanetibhy the principal and faculty, they
find the courage to make demands on their colleaguene instance and to comply with
their colleagues’ demands on them in another.

In this way, through participation stakeholders ampowered and educators’ work practice
appears to be conceptualised to operate as a coitgmAs such it sharpens the focus of self-
managing practices by creating the foundationsufaterstanding the role of all stakeholders in
building a collaborative culture.

The concept of distributed leadership holds appealthe development of a self-managing
school. Its key component requires the relinquiglohstructure as control, and replacing it with
a structure for empowering others and collectiveoimement. While sharing leadership for
learning is a promising construct to achieve fa gnogress and sustainable development of a
self-managing school, it does not mean that the oblthe principal becomes obsolete. Self-
managing schools necessitate motivation and impnewt on a daily basis from within. It is not
about what the principal knows and does, or howHhefets others to do the work. Instead, the
underlying question is: how can everyone in theostlbecome serious, committed and co-
operative leaders? As Harris (2004, p.14) notes,pitincipal’s responsibility is “primarily to
hold the pieces of the organisation together.aximising the human capacity within the
organisation”. This implies that the extent to whtbe educators are able to exercise degrees of
leadership within the school is affected by theeekto which the school enables this positioning
to occur. Confronted with such challenges, schooBouth Africa have to reposition educators
not only as leaders of the learning institutiont, &lgo as leaders to “create and manage” (Stoll,
et al, 2006).
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In the discussion of the theory of capitals, thacgpfor differing degrees of participation across
the school activities has been identified. Thisvites an image of joint participation in action.
It further illustrates how distributed forms of ¢eaship can be developed and enhanced to
contribute to school improvement. In this regaekplored distributed leadership style and the
activities that the SMT and educators would be Ive® with, and have determined how
decisions would be taken at the case school.

3.4. Conclusion

The chapter had introduced the theory of capital] distributed leadership as the guiding
theoretical framework for the study. Through theaty of capital, | unearthed an understanding
of how the four elements of capital can stimulabtel gupport site-based school initiatives.
Firstly | explored the broad concept of capital,ishhembraces the connectedness of assets,
human resources, their capabilities, relationskapd spirituality that shape any particular
school. | reported that at the heart of the th@brgapital lie the intellectual, financial, socaid
spiritual aspects. For example, intellectual cap#imphasised that a self-managing school
should focus on enhancing the quality of the orgmion, which is inextricably linked to
knowledge and skills, achievement, developing somes that engender collaboration and
empowerment of stakeholders. In this regard pradaas development was framed as extremely
important for improving internal school conditiorWith regard to financial capital, the theory
highlighted the active and vital role that finarmpiays to either inhibit or facilitate processes of
self-management of a school. The element of finaopened broad debates about time
management, money and equipment as critical fonasho attain their objectives, however it
was noted that finance was closely linked to theioforms of capital. | then explored dynamics
around social capital, by discussing sub-themek as@artnerships, teamwork and networking
and argued its value in the practice of a self-rgartaschool. This theory suggested that schools
should draw from and enrich their internal sourd¢eg,also importantly, that they should reach
out externally for support in terms of personnelport activities and relationships. This was
followed by an understanding of another pillar afedf-managing school through the adoption of
the spiritual lens. The theory identified the méaatures of spiritual culture which involves the
interconnectedness of human values, beliefs andopar This equates to the provision of
organisational support and stakeholders to workttegy for a common purpose. The discussion
on these theories offered important insights ime functionality of a self-managing school,

which could help to conceptualise better what ih&t a self-managing school should do.
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Despite the importance of these well intended a&git argued that strong leadership, but more
particularly distributed leadership, draws to tha&face a deeper and richer meaning of
participative management, of working in collabarafi of empowerment and of shared
leadership. Distributed leadership can be identifess one of the main tools driving these
different forms of capitals. According to distrilbdtleadership theory, formal leaders are likely
to provide significant influence upon the developinef leadership in others in the school. As
such the theory was useful in understanding thereatype and delivery of leadership, seen as a
joint activity in which all SMT members and eduaat@re involved in. This provided fresh

insights that guided this investigation.

Although | touched on the theory of capital andtribsited leadership theory on its own, to
identify its contribution to shaping a self-managischool, its interpenetrative nature and
interdependence as they manifest themselves imokclbame forth (Hoyle & Wallace, 2005).
The notion of a self-managing school is not simgidiyput the presence of a variety of capitals,
neither will distributed leadership suffice onawn. A combination of these theories adds to the
plethora of knowledge on what it takes to make s@&fighe notion of a self-managing school as
a whole. This view is endorsed by Bagraim, CunnamghPotgieter & Viedge (2010), who claim
that an organization should be viewed as a “whaiather than simply the sum of its various
departments.

In the next chapter | discuss the methodologieshfeistudy.
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CHAPTER FOUR

RESEARCH DESIGN AND METHODOLOGY

4.1. Introduction

A central premise of this study is to explore whas that constitutes a self-managing school.
Therefore, efforts to explore a self-managing stlasoan active site, for the understanding of
what self-managing schools entail, should be intmirhy participant understanding and practice
at school level. The main questions driving thigdgtwere: i) to understand how the SMT and
educators make meaning of, and engage with issusslfemanaging in their daily schooling
encounter; ii) what are some of the factors thatrmte the practice; and iii) what can be learnt
from the policies and practices in the selectedskiiwith regard to “what it entails to be a self-
managing school? The lived experiences of thegypaints are placed at the forefront to present
the “multiplicity of complex conceptual structureffiat constitutes reality (Geertz cited in
Denzin & Lincoln 2003, p.150).

This chapter begins with an explanation of the asde paradigm within which the study is

located. From there | move on to the methodologgrting with how | gained access to the

research site and why | selected this site ancetpasticipants for the study. The chapter then
makes explicit the data collection and data anslysbcedures that | adopted. The chapter
concludes with a short discussion on issues of &g ethics regarding the study.

4.2. Interpretive Paradigm

This study is located within the interpretive pagaad. Interpretivists posit that there are multiple
realities. Further to understanding a particulaciadoreality, people must engage with, and
actively participate in, actions that underpin theidividual experiences resulting from their
involvement in the object of inquiry (Locke, 2001. this case it is concerned with a self-
managing school. There are two essential elemarttsis inquiry which dictate an interpretive
approach. Firstly, it is important to explore afssdnaging school through the eyes of the
participants. As discussed in Chapter Two, the ephof a self-managing school is a very

comprehensive and equally complex one. Therefaeeptirpose of the study is to examine the
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phenomenon, by observing and asking participarégstthat’, “how”, “when” and “where”
guestions (Patton, 1987), and to learn about #n@ryday schooling experiences. For this to
happen, the research was conducted in the natttadgsof the problem, shared by the members
of the school, which are sustained by their actiand interactions (Clark, 1997). From the
detailed accounts of the participants’ understaggliand experiences, | wanted to achieve
understanding of the processes, motives, belialsieg and attitudes of the participants; and to
try to obtain a rich and detailed picture of thenposition of a self-managing school. It is
understood that with subjective meaning there iSamorect way’ of perceiving reality, nor is
there an absolute truth; different interpretatiganevide multiple views of reality (Neuman,
2006).

| was guided by Guba (1990) who describes theabthe paradigm as a basic set of beliefs that
guide the nature of the world. Such beliefs led asethe researcher to look at multiple realities
in the school site: in different places, at diffgr@eople, the internal and external factors that
underpin it, and different documents in the contextorder to interpret and understand the
phenomenon (Henning, Rensburg & Smit, 2004). Rwsiig the research in the interpretive
paradigm is considered to be congruent with theamdhfocus of my study; which is to explore,
interpret and seek an understanding of the charstats of a self-managing school in the South
African context.

4.3. The Research Design: A Case Study

As this inquiry concerns understanding what selfiaggang entail in one school, this study
adopted a single-site case study design withimserpretive approach. Bassey (2003) notes that
a case study is a collection of sufficient datachheénables the researcher to explore significant
features of the case, create plausible interpogtsiticonstruct a worthwhile argument or story,
relate the argument or story to existing literatarel convey the findings to an interested
audience. Creswell & Clarke (2007) define a casdystis an explanation or in- depth analysis
of a ‘bounded system’. In this study, the boundad of the case is a school, in the Umlazi

district, within the Province of Kwa-Zulu Natal, &b Africa.

A single-site case study design was seen as thé appsopriate method for this study, as its
value deepens crucially with one school under theroscope. This approach enabled me to

seek a deep and rich understanding of a self-magasgghool, reinforcing sufficient data to
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explore significant features of the case, thereloyeiasing confidence in the overall findings and
conclusions of this study (Bassey, 2003). It ioaxplanatory as | asked ‘how’ and ‘why’
guestions related to the operation of the schotlkés, 2003). A central feature of a case study
is that the case is approached and studied as Ewdsa system. | used multiple sources of
evidence from different activities and triangulateé data to provide a holistic picture of the
school functionality and processes (Cohenhal, 2001; Maree, 2007; Hakim, 2000; Merriam
1998). This characteristic ties in with the systeéheory, which states that the study of each part
in an isolated fashion will not yield the same ustending as would a study of the total number
of parts in a dynamic relationship to each othemd¢é a strong argument for the adoption of the
case study method is that by incorporating a clofiavidence, internal validity was secured
(Anderson, 1990). Furthermore, satisfying the tenaft qualitative research by describing,
understanding and explaining, this case study itsliswn story (Stake, 1994).

The story of this case school begins with the nebeprocess.

4.4. The Research Process

In this section the following aspects of the reskarocess are discussed: choosing the research
site, an explanation of why | selected this sitewh gained entry for this research and the

selection of the participants.

4.4.1. Access to the Research Site

The University of Kwa-Zulu Natal requires that rasshers submit proposals in order to obtain
ethical clearance to carry out the intended refe&earance was granted to me subject to a set
of conditions with which | had to comply before ggiinto the field (see Appendix A for details
on the ethical clearance granted for this studgn& of the ethical issues ensured that | follow
proper procedures for gaining access to the scAdus required that | submit a letter to the
KwaZulu-Natal Department of Education Institutiotss request permission to conduct research
in schools (see Appendix B). Although | had in mithe one school in which | wanted to
conduct my study, | had requested permission fagetlschools. The reason was that if the first
school of choice declined my request to participatine study, | still had a choice of two other
schools. Written consent to go ahead with the studvas provided, nine months after the
request was made (See Appendices C).
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4.4.2. Why this School?

For the selection strategy | used purposive sampliinis means that the school of first choice
was targeted because of its particular featuresc@ln & Guba, 2000), which was the
meritocracy of this school. | chose to focus onighlperforming school because too much
attention is given to poor performing schools, césituations and underperforming schools, in
the media, as well as students’ research topicsthiepurpose of this study the terms ‘high-
performing schools’ and ‘successful schools’ wel ilegarded as synonymous. Bergeson (2007)

listed the following nine characteristics of higarfmrming school as:

o] A clear and shared focus

o] High standards and expectations for all learners

o] Effective school leadership

o] High levels of collaboration and communication

o] Curriculum, instruction and assessments alignel stdate standards
o] Frequent monitoring of learning and teaching

0 Focused professional development

o] A supportive learning environment

o] High levels of family and community involvement

Of the fifteen primary schools within the same gepdical location that | teach, | selected one
school that displayed a number of these charattsig-or example, the school had a history of
notable success or high-performance in inter-classy-school and inter-regional competitions
in a number of Olympiads and benchmarking assedsni€tuster Tests and National papers)
sports and co-curricular achievements. It may ldedthat due to the prolonged teacher strike in
2011, ANA papers (the Annual National Assessmehét ts written by all primary school
learners in the province, from Grades 1-6, to meaperformance levels in Literacy and
Numeracy) were not written. The 2010 ANA statispesvided by the Department of Education
reflect the following results for this Province:

» Percentage of learners reaching the ‘achieved’l lef/g¢oerformance varied from 12% to
31%;

» a‘partially achieved’ level of performance variedm 30% to 47%;

« few schools in the area were classified as “intensare” schools.
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These results highlight that the quality of baslo@tion is still well below what it should be in
South Africa. The sample school was the only onthéndistrict to be declared as “a school of
excellence”. | have selected, for the purpose isf $tudy, the name Acme Primary School for
my case study sample school. Acme means “peak’herght”. Chapter 5 provides a more

detailed description of the school site.

It is no hidden fact that the case school is widelyognised as being in a favourable financial
position; however the literature review and thdoettframework emphasised that finance alone
is not what privileges a school as an effectivd-senaging school. Thus, over and above
Acme’s excellent learner-performance results, | wasdful of Bergeson’s (2007) three critical
guestions, namelywhat are they doirgy, “how are they doing?’ andwhy are they doing it in
that particular way Answers to these questions may illustrate whygtinadity of teaching and

learning at this school appears to be of excellence

Despite reports of achievement gaps and low tesesc“many schools have shown sustained
progress in self-managing” (Bergeson, 2007, p.dgmed within Bergeson’s (2007) views there

is no single factor that accounts for the successmprovement of the school. This study argues
that each school can develop in its capacity dss@haging. This means that all schools can be
“successful” in their own right and that high-perfong schools tend to demonstrate a particular
combination of characteristics. Although, in mydstuthe sample school’s outstanding academic
and sports records are raised as one of the ariteriselection, | assert that there are other
contributing factors that could have great influeron how the school operated. In this regard |
concur with Smylie (1995) who argues that it maydifécult to achieve good results without

simultaneously developing the school to its fullest

4.4.3. Gaining Entry into the Selected School

Regular physical access to the site required psromsrom the school Governing Body and the
principal. In 2010, | made an approach to the ppal¢ indicating my interest in conducting my
study at Acme School (see Appendix D). | was theferred to the Deputy Principal (DP). On
both occasions | had made it clear that | had s&dez “high performance” self-managing school
to conduct my research, and explained the claasihic of what | considered as a self-managing
school. As | explained my reasons for selecting Huhool, | was also given the opportunity to

present the purpose of my research and answemhallquieries. The principal and the DP
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indicated that they were delighted to have beeecgad as such a school of study. | was granted
permission by the principal to conduct my studyhéd school (See Appendix E for Permission
Granted to Conduct the Study at this School).

4.4.4. The Selection of Participants

In selecting the participants, | used purposivedarg. Determination of the sampling frame for
this study was guided by the need to obtain a sanmglt was, as far as possible, a reasonably
accurate representation of the state of affaiemipublic school. Hence, the primary sources of

data that were chosen for this study included:
. The principal,

. The deputy principal (DP),

. The two HODs (heads of department)

. And six level one educators.

| am aware that the role of the SGB is of greanifitance in the effort to understand a self-
managing school. | have, however, excluded the neesnbf the SGB as study participants, as
the aim of my study was to gain evidence from tiTSand the educators who are trained
professionals, when taking into consideration theuralification, experience, skills, and

knowledge of work in a school context. The membergshe SMT and the educators are
responsible for driving the process of self-managenin the school. In fact it is the school’s

internal force that helps to drive and shape aacioreover, the Education Law Amendment
Bill of 2007 precluded the SGB from involvementtire professional management of the school
(DoE, 2000). The sample of participants includgatesentatives from a variety of positions or
posts within the school, in order to elicit datattlprovided a broad picture regarding the
phenomenon under study. With the support of the SMElected two educators who were the
most senior in years of teaching experience instii®ol. The two educators in my sample that
were the youngest, each had more than 5 yearsaohitegy experience. | also included two
educators who were SGB appointees, as their caoititsits further added to the richness of the
data (Kretzmann & McKnight, 1993), in terms of hayitheir voices heard and engaging in

participative management.
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Selecting participants from the various levelshe school enabled me to gain a more varied
response to my critical questions, as opposed ¢asfag on just the SMT or the educators
(Moser & Kalton, 2003). All information was trianigiied, which involved collecting material in
as many different ways and from as many diversecssuas possible. | cross checked that the
data accurately reflected the participants’ vielwsas guided by Bassey (1999) who proposed
that the sample size in qualitative research shaotdbe too large that it becomes difficult to
extract data or too small that it leads to infonmal redundancy or becomes difficult to achieve
data saturation. Hence, a total of ten participhatsbeen selected for this study as this appeared
to be a reasonable number to address my reseasstians in a focused way; however | did

remain open to including more participants if tlag¢addid not prove rich enough.

Armed with permission to conduct the research ftbhenDepartment of Education institutions,
as well as the SMT and educators of the schoolnexy task was to inform all participants of
what was expected of them through a detailed eafitam of the approach and its implications
(Babbie, 1995). Careful attention to such mattéraraearly stage was time consuming but
essential for ensuring that participants understibedr roles and what was expected of them
during the study. To perform this task, the priatipvited me to a staff meeting where he
introduced me and explained the purpose of my tasihe school. | then addressed the staff and
explained the purpose of my study and what | waxipgect from the participants. My next step
was to hand the “prospective” participants a lettdrinformed consent’which explained the
intentions of my study, outlining the nature andgse of the research, with a fair explanation of
the procedures to be followed and formally invitithgm to be a participant in the study (see
Appendix F).

It was not difficult to get consent from participgarior they seemed interested in the topic and
were very willing and proud to talk about their goh In addition it could be that my status as
an “outsider” at this school made it easier for plagticipants to respond to my study, especially
in cases where their reflections were criticalhait school initiatives as a self-managing school.
The participants were informed that they were fieevithdraw from the study, for whatever
reasons, once the research had begun. Their abjectvould be duly respected; however it
would set me back in my research to replace thdse lvad left; especially if it were the SMT
members. Denzin & Lincoln (209&nd Cohenet al. (2001) regard such withdrawal as natural
rather than as a problem. All aspects of importamege given due consideration when

addressing ethical issues in the research studyeXample, the issues of risk and vulnerability
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to participants were addressed, issues of embareagsor those with participants having their
reputations or creditability undermined publiclyafikshear & Knobel, 2004). Once | had

procured informed consent of willingness from Ak participants to take part in the study (see
Appendix G for sample of the form signed by papigits consenting to participate in this

study), | changed the names of the participantsHermpurposes of anonymity (see Chapter Six,
Table 6.1).

| then began the process of full scale data catlecnd production. The days, times and venues
for the data collection were negotiated, and a plaa drawn up. Once the data collection plan
was confirmed | made copies of the plan and isshede to each participant as a reminder of
their appointments. However, these were open tdhdur changes, due to unforeseen

circumstances in the field.

The next section describes and explains the ingntsrof data collection for this study.

4.5. Instruments of Data Collection

In accordance with the interpretive paradigm, fdata collection tools were employed. These
were: i) the transect walk, ii) observation, iiipaiment analysis and iv) in-depth interviews
(Denzin & Lincoln, 2003). This approach to the deatdlection for the study was informed by
Glaser and Strauss (1999) who argue that using thareone instrument is highly beneficial for
the study because it yields more insights or undedings into the practice that would not have
been accomplished with one instrument alone. Afsarh the data collection instruments, |
adopted a flexible stance where everything thavigeal insight on this school practice as self-
managing was considered a source of data. | spemuah time as possible getting involved in
the communal life of the school; for example, Itlanhand in many school activities, such as
serving refreshments for parent meetings and thgngeof parents for the school concert. My
intention was to develop a relationship of trustl &m take advantage of opportunities to learn
from the practice, by becoming fully immersed ie #etting provided. | made field-notes and
took photographs. Photographs were another wagtidng what had been observed revealing
something about the school without the use of wolrdt&d obtained the necessary permission
from the principal to take these photographs (sppefidix H for permission granted from the
principal for the use of photographs).
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My research stance had been succinctly describeBatipn (1990, p.62), “to report fully on

what was done, why it was done, and what the irapbas are for the findings”. Hence the
subsequent sections discuss the instruments that adeninistered in the following order: first

the transect walk, followed by the semi structuiredepth interviews. Participant observation
and document analysis were on-going during my daitaction period. In the discussion of each
instrument | explained why and how | administeteese instruments.

4.5.1. Transect Walk

A transect walk is a systematic walk along a defipath (transect) through a cross-section of
the site which is being studied (Creswell, 1998his takes place together with the local people,
to explore the conditions of the site by obsentimg people, surroundings and resources, asking
guestions, listening, looking and producing a tembsdiagram if need be (Schurink, 1998).
Babbie (2001) explains that a transect walk isd&ali point of departure for a research process
in a school, which is normally conducted during thiéial phase of the fieldwork because it
entails an information-gathering exercise from #@hool participant/s. This method was
beneficial to my study as exploring the situatiord ahe context of the school was critical to

understanding and describing the phenomenon célfarsanaging school”.

Initially 1 had not planned the transect walk, bequested the DP to provide me with a sketch so
that | could easily find my way around the schéartunately, the DP suggested that we go on
the tour of the school where | could familiarize sal§ with the environment. As defended by
Leedy (1997), it was necessary to be accompanieth@rtour by an expert on the working
conditions of the school and one who had access atit the areas that | did not have.
Consequently it was a matter of importance thatDReaccompanied me on the transect walk,
and pin pointed various physical aspects of theaci his method of data collection only took
into account the existing “observable” situatioml d@atures of the site, which served as an entry

point for more in-depth analysis (Creswell, 1998).

The transect walk provided me with a rich overadw of the school. By observing, asking
guestions, listening to the environment, lookingha&t various things that the DP pointed to and
discussing them, and stopping to talk to the Iquabple we met along the way provided
additional information and it helped to identifysiges that warranted further exploration. |

further made mental notes of my observations dédiht aspects of the school (Neuman, 2003);
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such as the warm, yet strong teaching and learautiyire that prevailed at the school. As
supported by Berg (2001), | used this opporturotyniake informal contacts with a wide range
of people, for example, | was introduced to theostisecurity officer at the gates and the school

secretary, with both of whom | had developed stroogds during my data collection.

The transect walk was invaluable to the study asuld have missed important information
about school practices that were observed and siisduduring the walk. Due to the importance
of this experience, and the rich information thgathered, | have dedicated an entire chapter
(Chapter Five) to present and explain the findiAgee transect walk, in addition to observation
and data analysis, was a significant tool throudhciv | used to describe and explain the
insights gained on the practice of a self-managgiwol.

4.5.2. Interviews

One of the main data collection instruments wasug of interviews. In this section, | define,
analyse and reflect on the usefulness and chaleoigeonducting research using the method of
interviews. An interview is a face-to-face interant between two or more people (Oxford
English Dictionary, 2005). Anderson (1990) clairmattinterviews are a form of conversation
between individuals, so that a research problembsabrought into focus, and points worth
pursuing are suggested. This is reinforced by Kya#96) who states that the importance of

conversation in a social research is:

Conversation is a basic mode of human interactitunnan beings talk with each other;
they interact, probe and answer questions. Throcgtversation we get to know other
people, learn about their experiences, feelingpelsand the world they live in.

Interviews for this study focused on individual agrup experiences, behaviours, actions and
activities to define the concept of a self-managnlgool, and to establish a deeper appreciation
of the practice of self-management in a school edntCentral to this was the participants’
conceptual understanding of a self-managing scHaothis inquiry, two types of interviews
were conducted: individual semi-structured intemgeand focus group interviews (see
Appendix | for semi-structured schedule for intewiquestions). The questions in the semi-
structured interview schedule were intended to gtine interview, but were flexible so as to be
modified or rephrased. Responses were probed torgare information and clarity in order to

enrich the research.
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It was important to provide participants with arpogunity to express their views on how they
perceived, experienced and understood their warltl the society that they work in (Maree,
2007). Interviews went beyond the bonds of a writjeestionnaire with limited space (Denzin
& Lincoln, 2008). In addition, as argued by De V(&002), emotions expressed during
interviews added to the richness of the data. &nhgil as maintained by Bogdan & Biklen
(2003), what happened beyond the spoken word vsasesisential information for the study, for
example | noted gestures and non-verbal expressi®itisey occurred during the course of the
interview. However, | found that this activity imtepted the rapport | had with the participants
during the discussion. The length of each of theriews was approximately one hour. If we
went slightly beyond an hour, this was done in attaion with the participants so that it did
not tire them. All interviews were tape recordedhvihe consent of the participants.

To enhance the trustworthiness of the study | reathiaware of my own presuppositions and
theoretical conceptualisations. | paid carefulrdtten to what the participants were saying and
used their verbatim accounts of the discussion.rmag@rity of the interviews were conducted in
comfortable areas with as little disturbance asibbs (Cohenet al., 2005). However, this was

not possible during one of the individual interveew he participant was away from school for a
number of days and due to time constraints, | wr@red the participant in the car-park, whilst
she was waiting for her transport. It turned oubéoa very relaxed, informal interview, where
the participant felt very free to respond. Intewsealso allowed me the flexibility to discuss new
aspects, and to probe interesting areas that mayhane arisen during the transect walk,

observation or document analysis (Seale, 2001).

With regard to the interview schedule, a pilot-tess conducted as try-out of the procedures to
be followed in the main study. | wanted see howdrked and whether the semi-structured
guestions for the main study were suitable, vataliable, effective, and that all possible

precautions were taken to avoid any problems thghtrarise during the study (Yin, 2003).

Every effort was made to ensure that the ten ppatits interviewed under the pilot test exercise
were similar in characteristics to those who wererviewed in the final study, namely, |

selected the principle, DP, 2 HoDs and 6 level ediecators. After each interview, participants
were asked what difficulties they experienced wiyieg, what further ideas they had that were
not brought out by the question, how they would thgkquestions themselves, and what feelings
they had about the questions they had answeretbwiioy this dialogue some imbalances and

loopholes were observed in the interview schednbk adjustments made accordingly; such as
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phrasing and sequence of the questions, the lefgphestions, the need for additional questions
or elimination of others. Vague or confusing quassi were corrected before the main inquiry
started (Bless & Achola, 1990). Due to time constsal did not pilot test the other three data
collection instruments concerned with the trangeadk, observation and document analysis. The
principal of the pilot school had stated that hes wat comfortable with medigging up old
records. | did not pursue the matter.

4.5.2.1. Individual Interviews

A semi-structured interview refers to a method afjyaging participants in a conversation
through a series of pre-determined questions ((Behyet al., 2000). | prepared a semi-
structured interview schedule which was conductét the principal and DP individually. My
ultimate goal with these interviews was to obtaim@drmation on how each participant makes

meaning about their experiences of a self-managghgol.

In the quest for trustworthiness and comparabdftthe responses, | asked the same questions to
all the participants (Cohemt al, 2005). Initially, | used a semi-structured iniew schedule,

but it soon became apparent that such questiotsctisd participants from talking about their
ideas and what was of interest to them. At timesehwvas a need for participants to elaborate on
some of their responses, which | requested througistions such as: “please explain?”; “tell me
more about...?”; “Can you explain in a different wgy®&ive me an example?”; “Describe that

a little more please?” (Bruce, 1994, p. 219).

4.5.2.2. Focus group interviews

Semi-structured individual interviews were followbg two focus group interviews; one with
the HoDs and the other with the six level one ethusa These focus group interviews
commenced with a clarification of group rules thetre consolidated to encourage freedom of
expression and the sharing of thoughts. Groupiag#rticipants provided a means of collecting
data from a small formal group, about several pEpes on a series of semi-structured
guestions to cover the following themes: finandciaiellectual, social and spiritual capital, and
distributed leadership (Benyard & Grayson, 2000hedeé interactions stimulated lively
discussions and the data becomes richer as on@ gnember reacted to comments made by

another.
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The group interviews presented several advantdgesmain purpose of focus group interviews
was to yield insights that might not otherwise beilable in individual interviews or
observation (Coheret al, 2005). It is through the interactions as a grthagt | was able to gain

a larger amount of information in a shorter peraddime. The topics seemed of interest to the
participants and important contributions surfacadthe same time individual voices emerged
(Patton, 1990).

4.5.3. Observation

Observation has been defined as a matter of wajdhémavioural patterns of people and the
environment to obtain information about the phenoomeof interest (Johnson & Christensen,
2004). As indicated earlier, this study fore-groamhcthe significance of understanding the
everyday experiences of the SMT members and edscatthe school, as a basis for exploring
what a self-managing school entails. Such expeeer@@n only be elicited by flexible and
reflexive approaches, which included spending tmitl the SMT and educators in the school.
In order to achieve this, | planned an observasidmedule (see Appendix J) to observe issues
relating to the manifestations of a self-managidgos!, and jotted down notes and reflections
throughout the day. This reduced the risk of omittcrucial data where the transcriptions were
prepared at a later stage (Blanche & Durrheim, 19®%@thout being intrusive | interrupted
some activities to seek clarity from educators ertain issues. My observation schedule was
used merely as a guide as | was not always abtistimguish in advance what would be of

interest for me to document.

My aim in using the observation method in this gtwdas to record actual behaviours in
consideration of the physical settings in whichgles' activities took place. This approach sets
out to determine exactly what people are doingerathan to rely entirely on a participant’s
interpretation (Denzin & Lincoln, 2000). Hence, ebation remained purposive and
appropriate in the natural context, as | found riysleserving various things at the same time.
For example, if | sat observing one participarstill observed and listened to what was going on
in the broader environment that we were in. | foumyself capturing various issues

simultaneously.

Participant observation was ongoing therefore | bt to base some questions for the

interviews from the observation. This provided oppoities to clarify the participants’
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intentions and to further draw out the participamderstanding of a self-managing school (Dey,
1993). Observations were also conducted to trimtguhe emerging findings. They were used
in conjunction with the findings from interviews cardocument analysis to substantiate the
conclusions (Smit, 2003). Whilst theories guided tmenderstand the way things should be at
the school and the meanings that people live byag only by being immersed in the school
setting, by spending time with and observing thdigpants that | was able to capture their
experiences for myself (Cohest, al, 2005). This is aptly described by Maree (2002Z7pas “it

is through his/ her eyes and ears that data atectad, information is gathered, settings are

viewed, and realities are constructed”.

This method of data collection enabled me to stheynatural and everyday experiences of the
participants, rather than reports of their behav{@churink, 1998). Through this approach | was
witness to important actions in the practice ofe#-sianaging school as it unfolded, which
participants could have ignored willingly or unwaljly in an interview. | was further guided by
Denzin & Lincoln (2000) in selecting this method, they posit that only by getting close to the
participants and becoming an insider that the rebea can observe and interpret the activities
of the participants. Some of the school activitiesbserved included the assembly, parent
participation in out-door activities, staff meetimngprofessional development sessions, sports
activities, school concert; in fact it was anythimgthe school that contributed to the school
functionality (Valdez, 2004; Patrick & MiddletonQ@2).

4.5.4. Document Analysis

Knowledge recorded and stored in the school inféinen of documents is a ready source of
information. Document analysis describes the amalgkany written material, whether old or
new, in a printed, handwritten or electronic forntAat contains information about the
phenomenon that is being researched (Henréhgl, 2004). | analysed documentary materials
and tried to identify salient issues relating t-seanagement within various school documents
(See Appendix K for document analysis schedula¥eld Neuman (2006, p.322) as a guide, who
directed me to the following classified examples ddcuments, which included: school
magazines, school pictures, school newslettersgcypaohanuals, strategic plans and official
documents. Official documents included copies efdgenda of meetings, minutes and financial

records, which had been made available to me @searcher (Denzin & Lincoln, 1994).
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Relevant documents were analysed on an on-going. @dgoughout my data collection period,

| covered a diverse range of documents that hastezkiat the school prior to my research. For
example, the school’s Vision and Mission Statemstaiff development policy, minutes of staff
meetings, subject meetings and phase meetingssléktat were sent from the school to parents
and other partners in the community, the schoaliprovement plan and the school log book.
This method of data collection was important beeatisorovided valuable information that
might not be accessible by other means (Valdez4R00provided me with information about
aspects that | could not observe because they ptade before | began my research in the
schools. Each document analysis was like a smadlystwhere | attempted to understand the
notion of a self-managing school, by trying to wala or explain the text as it was written. In
many cases there were no explanations to the “mwAvhy” questions from the data in the
documents, to assist me in a deeper understantlihg concept of a self-managing school. But
combining document analysis with other methods suash in-depth interviews created
opportunities for me to probe further and try t@weatain answers to the “how” or “why”
guestions (Babbie & Mouton, 1998, p.271).

| found document analysis to be beneficial for #tedy because it added information that
provided a clearer picture of how things were dah¢he school and the way in which needs
were being identified and met. In addition, theseuwments provided answers to my second and
third key questions, regarding some of the factbet promoted the development of a self-
managing school; and what can be learnt from tHieips and practices in the selected school,
with regard to “what it entails to be a self-mamagschool”. Combining document analysis with
interviews ensured a more comprehensive picturéqi®a2002), of a self-managing school in

the South African context.

4.6. Data Analysis Procedures

Data analysis began in the early stages of dateatioin, when | began reading the literature and
deciding on the appropriate theoretical frameworksthodologies and the methods utilised in
this study. This proceeded throughout until | wrthte final chapter of this thesis. But for the
convenience of writing this section | have categgul the data analysis into three phases as

explained below:

Phase 1The data analysis commenced as the data wasagedersing the four data collection

instruments, at the selected school, which is glpwith qualitative research (Coheet, al,
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2005). At the end of each day after the schoolsyigitried to translate data produced for the
day. For example, summaries of what | had obsewa@ compiled. The purpose of doing this
was to be able to look at and consider the daestablish what key issues emerged. In addition
certain issues unfolded which informed me of wha¢éded to pursue further, in the subsequent
collection of data (Coheret al, 2005). These key issues directed me on follovdags. This
phase of the data analysis became a long tiringggiire. In most cases it was not possible to
complete the transcriptions at the end of each day.

Phase 2: This stage involved many rounds of close readind study of the variety of data
collected from the mosaic of methods to make sehgg(Farraday, 1979). During the readings,
my initial aim was to familiarize myself with theek elements of the phenomenon as seen or
reported by the participants. | did this by focgson the data from each method separately,
before attempting to portray the collective exparee of the phenomenon as experienced by the
participants of the study (Trigwell, 2000). | padreful attention to the data by underlining key
words, as noted by Bowden (2000), that participanéy say similar things but often their
underlying meanings may be different. To assistimée organisation of the data, selected
guotes from the different methods | used were ma&ddown into categories and patterns, and
then categorised according to four broad themese&o which emerged from the theoretical
model, namely: intellectual, social, financial, asgritual capital. Within each zone, sub-themes
emerged, with the concept of distributed leadershiqming across all four zones. Later, | coded
the data according to sub-themes which | identifdeach form of capital. Miles & Huberman
(1994) noted that in a coding system, codes reptdsy concepts and ideas in the text, which
enable the researcher to make sense of the data.

Eventually all the information was systematicallgrted into four files on the computer,
according to salient issues or themes (Marshallo&dfan, 1999). Figure 4.1 is a diagrammatic
representation of Stages One and Two of my datiysasgrocedure.
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Figure 4.1: A Diagrammatic Representation of Sta@ee and Two of the Data Analysis
Procedure.

FIRST STAGE OF DATA ANALYSIS

Data gathered through: transect walk, observatiooument analysis and semi-
structured interviews.

SECOND STAGE OF DATA ANALYSIS

Data categorised according to four broad zones

INTELLECTUAL FINANCIAL

SOCIAL SPIRITUAL

CAPITAL CAPITAL

FOREGROUNDED BY

DISTRIBUTED LEADERSHIP

Phase 3My aim at this stage was to analyse the data,vaité a connected story of the case;
which | gathered from the transect walk, observatidocument analysis and the interviews.
Data collected from each of the sources was trimtgd and the findings were merged
according to the significant themes (Valdez, 20@4pm the analysis of the data, the main
proposition of the theories was identified, whichvalved explaining processes as the
phenomenon was reasoned out and argued (Marsiatis&man, 1999). When all the data was
finally collected and analysed, the question | dskeyself was, “so what’? What new

knowledge will | be adding to the topic? My intemtiwas to use the theories, explain the
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findings and come up with new knowledge regardimglerstanding the notion of a self-
managing school.

The next section of the chapter concludes withatstiscussion on issues of trustworthiness of

the study.

4.7. Trustworthiness

“It is easy to think of ethics being important iataral sciences, such as medicine, but even in
the social sciences, it is difficult to conducteasch without running into ethical arguments”
(Coolican, 1992, p.249). Given this reality a numlbé different ethical issues had to be
considered. Of critical importance was the prom@deconfidentiality and anonymity. In
gualitative research trustworthiness of the stualy lose regarded as the degree of accuracy and
the comprehensiveness of coverage (Cobkeml, 2001). Thus issues of trustworthiness were
considered from the very outset of the study, asdbled me to proceed ethically (Cohetral.,
2000).

To ensure trustworthiness of the study | set owtdrurately observe, describe and explain the
phenomena in a neutral way without personal inteygagejudices and emotional preferences
having any influence (Coheat al, 2000). In coherence with these views | workedrsure the
trustworthiness of the study by avoiding the sé@lecbr unrepresentative use of data, for
example accentuating the positive and neglectinggonoring the negative. | took note of
plagiarism possibilities and requirements (See AdpeM: Turn it in, Plagiarism report) and
recognised the importance of choosing appropriesearch methods, data collection strategies
and data analysis techniques.

In qualitative research, a member check, also knasninformant feedback or participant
validation was used, where a report was given taggaants in order to check the authenticity
of the outcome of any data transcription. In mydgfumember checking followed after | had
completed transcribing the interview data collect€dis process provided an opportunity to
correct errors and challenge what was perceivegrasg interpretations. However, it must be
noted that the DP who assisted me the most duringlata collection, took early retirement at
the end of 2012 to live overseas with her childi&na result she did not have an opportunity to

read the end result of this study.
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Triangulation remained the principle strategy wheestsured for trustworthiness in my research
study. Cohen & Manion (1994, p.233) define triaagioin as “the use of two or more methods
of data collection in the study of some aspectwhan behaviour”. Thus the trustworthiness of
the information was quantified by taking severalaswwements on the same subject, to ensure
that the information from various sources (intemgefocus groups, observations and document

analysis) were cross-tabulated and yielded the sasgarch facts or findings (Patton, 2002).

4 .8. Conclusion

This chapter specifically dealt with the researasign and methodology applied, and the
general paraphernalia that underpinned the enéisearch process. It highlighted the key
features of the research design, which is a sioglee study within a qualitative research
framework. The selection of the research site ves®th on a “high performance” school in Kwa-
Zulu Natal, South Africa, and | reported on how dirged access to the research site. Ten
participants were purposively selected for the wtukhe topic demanded a depth of data to
address the complexity of a self-managing school.cdmprehend this notion of complexity,
different data sources, such as the transect vealii-structured interviews, observation and
document analysis were undertaken to obtain maxinmiommation and deep coverage of the
school practice and events. In practice this in@dlbeing fully immersed in the setting which
provided opportunities to learn about a self-mamggchool, till data saturation was reached.
While | had devised plans for observation, intemgeand document analysis, the actual design
unfolded as the fieldwork proceeded. To cope vithriumerous complex issues, | kept detailed
records of ongoing data and took photographs d@sopany fieldwork records. The three phases
of the data analysis procedures that | adopted alscediscussed. Finally, the chapter concluded
with a short discussion on issues of trust andcstbf the study. These included the ethical
procedures that | undertook particularly for gagnatcess to the schools and procuring informed
consent from the participants. All experiences haderated a wealth of knowledge in the
composition of understanding what entails a selfaging school.

What follows in the next three chapters to coméhes analysis and interpretation of the data,

starting with Chapter Five, which focuses on salissues emanating from the transect walk.
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CHAPTER FIVE

THE TRANSECT WALK: A LANDSCAPE OF ACME PRIMARY
SCHOOL

5.1. Introduction

This chapter makes up the first of three data ptesen and discussion chapters. In this chapter
| describe the data using the transect walk teclmighich is a departure from the conventional
means of data presentation. | call this chaptee ‘titansect walk” because through a cross-
sectional walk of the school, | built up a gallefyimages featuring the wonderful landscape of
Acme Primary School. ‘Landscape’ in this study descan overview of the physical and non

physical aspects of this school. The data formedytbund work underpinning an understanding

of the context in which the Acme School functions.

The chapter describes a tour of the school, whickudes the car park, administration block,
library, computer room, school safety and securigasures, school hall, swimming pool, school
tuck shop and uniform shop, care centre, classraomdsthe playfield. While Iris (pseudonym
given for the DP, see Table 6.1) and | walked frame section of the school to another, | used
this opportunity to observe the people on site, shroundings and resources, ask questions
about what we saw, and listened to the environmaiitl not prescribe to Iris what | wanted to
see. | wanted the walk to be as natural as possiblldition, as | was shown around the school
| had informal conversations with some of the st¢istaff and occasionally | requested verbal
clarification about the things | saw. This is indiwith Apple’s (1995) view, that meaning is not
intrinsic to the physical objects but it becomesested with meaning in the way they are
deployed. The data indicates the places | saw @natlr, with complementary photographs, and
the conversations | had with participants and staffmbers brought thematic unity to the
structure of the three data presentation chaptar@ddition, | use these representations to
provide evidence of the practice, and at timesat wsed to express the quality, character or
existence of the issue under discussion. In this M@arnt about the configuration of the school
and this added value to my journey towards undedstg what it entails to be a self-managing

school.

| now take you through the transect walk.

119



5.2. Acme Primary School
5.2.1. The Face of Acme

Image 5.1: The face of Acme Primary School

=
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v

The tour began at the main gates of the schookwhpresume was a suitable choice for Iris to
guide me methodically, from the entrance to the sxal of the school. As Iris and | walked
from her office to the school car park, | asked &gout the history of the school. She explained
that:

The school was opened in January 1970, with 11 stembers comprising the principal,

the DP, 7 teachers and 2 cleaners.

This means that the school celebrated 52 yearsaatipe in 2012. The school was built and
opened well before the passing of ®euth African Schools Act, No 84 of 19%&is implies
that Acme was not self-managing prior to 1996, twats controlled by the Department of

Education.
The DP continued, telling me that:

At the time of its opening the school had beenigealfor the White population of South
Africa. Since 1995, after South Africa became aatgatic country, there was an influx
of Indian learners and a few black learners frormiiges that had moved to live in the
area around the school. A large number of learribed currently attend the school come

from this area but learners are also transportedtib@ school from other areas. The
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school population includes learners from all racesth the majority of educators being
white. Most of the educators lived in the surromgdareas.

We then arrived in the school car-park. It was nedth clearly marked parking bays for staff
vehicles (as seen in image 5.1). Alongside thepeak- were beautiful and well maintained
flower gardens, which proudly represented the skcboooundings. The automated steel gate
graced the entrance of the school, with an interbanvisitors at the gate. Access by car was
only possible through this main entrance. The sktsosurrounded by a fence which controlled
free movement of the public into the school yandmlediately outside the gate was a signboard
announcing the name of the school and showingdheat emblem. Near the main entrance is a
separate gate for learners to enter and exit trgxto the corridors of the classroom section and
school grounds. Iris pointed out and discussedaicerspects, for example, she showed me
where the electronic button for the school gate lwaated; which | needed to know, for easy
exit out of the school, in the event of the seguyitard being occupied with other matters. | was
then introduced to the school security guard, wias stationed at the gate. What | learnt from
the security officer was thawiSitors had a designatedvfrd substituted area for parking,
outside the school gateshowever he allowed me space into the staff pgriirea whenever |
reported to the school. This attribute of fosteriag invitational attitude, interpersonal

relationship and quality care provided a glimpsamttitude embedded in this school context.

The visit to the car-park area left me with an iegsion of a positive image and an invitational
atmosphere in this school. Creating an invitatiosehool culture and harmonious work

relationships continues to be emphasised as funaam® the development in all schools

(Anderson, 2000; Brinson, 1995). It suggested thanhe Primary School takes remarkable

pride in giving attention to little things that dabute to upgrading the school image. It further
suggested that there was purposive planning, lgaahd a deliberate programme that was put in
place. Moreover it created the impression that @meé place was created for everything at this
school, including school rules about separate rogi® for learners, staff and visitors, places for
walking and prohibiting learners from the car-parkis gives credence to Iris’s statement that
the principal and herself areéen everywhere on the school premiseb&cking for things that

need improvement or development.
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5.2.2. The “Nerve centre” of the School

The car-park led into the administration blockefer to this area as the nerve centre of Acme
School because | found this area of the schoolespade the busiest; it was like the nerve

control unit that provided information and the cohbf the activities of the organisatioivhen

we walked into the school secretary’s office, insoduced me to her and explained the purpose
of my visit. The secretary was found to be attegdm many administrative matters all at the

same time, and she was continuously disturbed dyetflephone ringing. Yet she remained very

cool, appeared to be very friendly and confident.

In my approach to gathering data at the site, lettgped a warm friendship with the school
security officer and the school secretary. | workkx$ely with the secretary, who communicated
my telephonic messages to the participants, regebtm my e-mails so that | could adjust my
schedule to the school’s activities for the dayd avho always promptly directed me to the
participants whenever | had an appointment to Bemt Such respectful negotiation with the
secretary and the collaboration that it yieldedtkuust from her, that | would not cause any
harm or loss of teaching and learning time. To age extent she became a personal liaison

secretary for the school.

Leading from the secretary’'s office was the reaeptrea where | observed a very neat area
with comfortable lounge chairs. On one of the walés displayed a huge framed version of the
school’s Vision and Mission statement. Table 5slaicopy of the school Vision and Mission

Statement.

Table 5.1: The Vision and Mission Statement of AdPnenary School.

OUR VISION

To be a leading and preferred primary school, gliogi the best possible, most relevant, balan¢ed

education, with equal emphasis on character derredapand academic achievement. To ensure

that we have an ideal teaching/learning environriretérms of
well-motivated, high calibre staff and quality flges.

OUR MISSION

Through a differentiated programme that fully inxed pupils, parents and staff, we aim to
educate children by providing them with the oppoitiuto acquire values, knowledge, skills and a
positive self-image that will enable them to becdrappy, successful, responsible adults of value

to society.
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Close to the vision and mission statement was & ¢ee Table 5.2) separated into two sections.

Iris drew my attention to this by explaining that

On the left isthe ten core values of the Constitution and onrigbkt are some of the

values designed by the staff for Acme Primary schoo

Table 5.2: The Core Values of Acme Primary School

The core values of the South African Core values of Acme Primary
Constitution (James, 2001, p. 13 -20)

. Democracy . Unity Friendship
. Social justice and equality . Peace Tolerance
. Equality . Happiness Responsibility
. Non-racism and non-sexism . Patience Respect

. Ubuntu . Caring

. An open society . Humility

. Accountability . Trust

. The rule of law . Co-operation

. Respect . Honesty

. Reconciliation . Love

The South African Schools Act (SASA, 1996) is clearthe issue that it is important for all

schools to have a Vision and a Mission Statementh@se provide an overall sense of direction
for the school. They form part of the school’'s mnanThey communicate the ultimate purpose
of the institution, what it stands for and giveal@lirection for the present and the future (Sallis
1993). The framework of the core values (in Tab®)Xisplayed a clear link between the core
values of the country and that of Acme Primary.sT$uggests that policies at Acme appear to

not have been created in isolation, but that thiecms worked within the broad framework of the
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country. A challenge of the study to investigatevhthese core values proved crucial in
developing the school as self-managing emergedtivtldiscovery of this document on the wall
in the reception area. | inquired from Iris to wieatent the Vision and Mission Statement acted

as guide to the activities in the school. She erpthathat:

Our Vision and Mission Statement gives people amveew of what to expect of us. We
are committed to these values; it drives the orgation and provides the staff, learners
and community with direction. Each class also hapy of School Mission Statement
displayed. It is articulated to the staff, learneasd parents whenever the need arises

and at parent functions the principal makes refeeeto it.

Also in the reception area was an upright bookdstahere well bounded booklets of the school
policies were displayed. Policies that were exhibiincluded: i) school admissions, ii) HIV, iii)
excursions & sports, iv) safety and security, Vigren, vi) attendance and vii) late coming, viii)
a policy for each subject of the school curriculand ix) the school code of conduct. | asked Iris
why the school policies were displayed and sheoredgd that:

It is one way of marketing the school. People wanto know more about our school,
can get a broad idea from these polici€ke school is accountable in visible ways to the

learners and the community.
| probed further to find out who drew up these ges. Iris replied that:

It was the SMT and educators, and sometimes the @@Bparent component) who

worked together in drawing up the school policies.

Central to the purpose of the reception area, spaseused to artistically exhibit the school’s
motto for the year, which wa®tie school one family’in this space the school showcased some
of the creative efforts of its learners’ achievetseand staff initiatives depicting the theme.

Table 5.3 is a copy of an example of some of treative work.

Table 5.3: Poster from theme displayne school one family”

Intelligence is not enough
Intelligence plus CHARACTER
That is the goal of true education.

Martimither King
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Image 5.2.

Images 5.2 and 5.3, learners spending time, clyattith and comforting senior citizens at an
old age home.

These images (5.2 and 5.3) are few examples tlat shse the values of caring, loving and
respect that are linked to the school practiceeOgixamples include Images 5.4; 5.5 and 5.6.

Image 5.4 Image 5.5 Image 5.6

Iris explained the context of Images 5.4, 5.5 aridtédken at a restaurant where the school staff
rendered community service. She reported the dedaifollows:

A learner in the school has leukaemia, and hadrnideugo an operation that is beyond
the affordability of the parents. The principal anther staff members convinced not
only parents but the whole community to becomevedoand participate in a project to
raise funds for this child. The staff had takenegidion to work daily for a month, on a
rotational basis, at a restaurant daily, from 16:@019:00. A percentage of their takings
were donated to the school. Image 5.4 shows thedctbat gathered at the restaurant
every evening, because fliers went out to parents the community to support this
drive. Images 5.5 and 5.6 are pictures of the stadmbers serving the customers and

preparing the orders respectively.
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This scenario conveys a strong message on the themeeschool one family”. It denotes an
identification of shared goals and strategies basea needs analysis of the school.

Continuing with the tour, | then had the privilegiemeeting four educators who were on duty,
who had been tasked to change the creative digflégarners’ efforts, and include the latest
photographs and captions of current events. | etlaihformally with the educators who

explained that they were members of the Marketiogh@ittee. This is what Galil, the leader of

the committee, had to say:

The marketing committee plans projects at leasieadncsix weeks. The entire staff is
briefed in on it. The staff then fine tunes theaidad put it into action. Parents and
learners are involved. Form teachers select onenlegs effort per project, for display
in the reception area and other parts of the sch@bke committee then has the pleasant

task of putting up their hard work for display.
Iris then added that:

Every year our school decides on a motto. This y2@i1) the motto is: “one school,
one family”. Some of the objectives that we wisladhieve are: politeness to people,
more especially to our colleagues and classmateswB watch the effect of our tone of
voice? Do we praise or give credit where it is duelo we resort to constant criticism,

sarcasm and petty fault finding?

| probed to find out more about the purpose of theame “one school one family” and how it

impacts on the development of the school. Irisoaded that:

(T)he aim of this themis to strengtherthe expansion of love, everywhere. Character
education is a DELIBERATE effort by the school étptchildren and young people to

understand, care for and act upon core ethical galu

From her response | formed the impression that A&tigool focused on spiritual and social

aspects of development.

The setting and use of the school reception araaespias in keeping with Lefebvre’s (1991)
view, in that it captured the value that the schagsigned to its image, as well as the respect it
accorded to visitors and parents. On the transedk whus far | had observed posters and
photographs that pronounced the values of “oneddre family”, which could encapsulate the

collective entity of this school. In regard to thi®wnsend (1996) argues that in certain schools
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the influence of a vision can be traced to allab®eer aspects of the school. For example, where
people take the initiative, contribute to decisidos the school, plan and solve problems.
Examples of these can be seen in images 5.2 tovbibh highlighted one of the programmes
that the school embarked on. These images seemgarttay a very exciting journey of
character building at the schodlhey reflectedlearners eagerly participating in interesting
activities which show them striving to become moeging, respectful, fair, responsible and
trustworthy citizens. According to Gail, this pragime contributed to building a strong and

caring culture of the Acme family. In this regateedhad this to say:

Our school climate has improved dramatically - waesdr noted a decrease in negative
peer pressure, a decline in aggressive and antédoehaviour and a remarkable
increase in the number of pupils who are developanidpeir full potential.

Iris and | continued on the tour of the administratblock, which included separate offices for
each one of the SMT members. None of the SMT mesnbias in office at that point. However

Harry (HoD) was in his counselling room, which djacent to his office. Iris explained:

Harry is appointed as the school counsellor, aftee school identified that social

challenges, such as bullying, issues of discipding absenteeism for long periods, were
noted as some of the barriers to the learners’ guanfince. The school appointed Harry,
because he had the skills and expertise in Educ@®&ychology to counsel learner and
parent. He was willing to take up the appointmditne was made available to him on

the school timetable for counselling.

| then informally chatted to Harry to find out whats job as the school counsellor entailed. He
replied:

| have discussions with the learner who need cdlingeSometimes professional staff,
as well as parents or guardians are called in satthcould get to the bottom of the
problem, so that the child can be assisted, padityy where academic and/or

disciplinary issues are concerned.
He added:

| enjoy my job, although | find that the task hakled to my teaching load. But it is so
rewarding to see that after many counselling sessiwsith the children, sometimes with

their parent and teachers, there is slow, but syagatbrovement in their results.
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The discussion about the school counsellor poimtethe complex blend of leadership and
management at this school. For example: the mativatskill and knowledge usage, the
infrastructure of support to the learners and pgareanded to give the whole school the power to

get involved and learn.

Iris and | then walked to the last room in thisdddowhich was a huge office shared by two
finance clerks. Iris introduced me to the two céer&nd explained:

The finance clerks handle all the school’s finandbe educators do not collect any
cash. The school is attempting to become a cashZome, which means parents are
urged to make use of stop order facilities, dirbeinking, cheques and credit card
facilities.

Finance practices at Acme appeared to be différent the majority of public schools in South
Africa, where educators are involved in collectsuipool fees which are thereafter handed to the
school secretary for banking. Schools that arrafogeall their financial transactions to be
administered through bank accounts reduce the wadkbf educators. Moreover, opportunities
for school level personnel to embezzle money adaaed. | asked the clerks if this school was
also passionate over fund-raising activities topgempent the school fees. One of the clerks
replied:

Yes we are involved in fund raising activities, bata very small scale. Some years ago,
at the request of our parents, our SGB took thesd®t to determine school fees that
would cover running costs, without having to regortoo many fund-raising activities
for survival. The school fee is an inclusive ormjecing the full educational package for
the year. The school is involved in fund-raisingvels to support specific projects, for

example the CHOC foundation.
| asked lIris to tell me more about the meanindhefghrase “the full package”. She responded:

The issue of “full package” school fees came abasitwe were concerned over the
negative effect of ‘voluntary’ payment of fees. Fhpact of parents paying fees for on-
going activities is that some of the children hédeen prevented from involvement in

certain activities, due to lack of finances.
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One of the major strategies at Acme Primary Schowhrds self-managing was the school’s
decision to set the school fees as a ‘full packag@hbis means that the school fee was set taking
into consideration all internal costs and the aafsto-curricular activities for the particular
academic year. Some of these activities includedoa photographs, field trips, excursions,
specialised sports coaching and the Maths Challewbach was externally organised.
“Structuring the school fees as a package’ relatethe requirements of SASA, Section 21,
Function (b), which states that all learners in fohool must havequal accesdo all co-
curricular activities offered by the school. Thigygests that with a full package school fee no
learner at Acme Primary was excluded from partibigain any activity because of non-
payment of fees by parents. However, the geneegdtioe at many other schools is to charge a
lower basic school fee, with parents paying extmraco-curricular activities according to their
preference and affordability, as the academic peagresses. In this latter method although the
learners may display an interest in the activitg arould like to participate, many learners are

excluded based on parents’ inability to pay.

With regard to fund raising activities, Iris addict the school did organise a few fund-raising
activities during the course of the year, but thesee relatively low keyed as the aim was not to
take the focus out of teaching and learning. Fusinng events that were planned for specific

purposes, included:

1. To raise funds that will assist the charity prognaes that the school decides to support, for

example, CHOC- The Cancer Association.
2. To involve the learners in a learning exercise gisin entrepreneurial skill.

3. To enable talented learners to raise funds foressmtation at regional, provincial or
national level. However this programme is reviewathually and parents are invited to

comment.

4. To raise funds for a special project. An examplewtiich was this retaining wall, as
evidenced in image 5.7, which was pointed out tdom#is.
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Image 5.7: Evidence of a Fund Raising Project

Iris then escorted me to another block of the sthadding, where the concrete retaining wall
was shown to me. It seemed that this project wa®duct of investment in various capitals, for
example it shed light on the skills required faapting and decision-making, finance and people
working together; all of which seemed to give tukool a collaborative outlook. This led to our

visiting the school library.

5.2.3. The School Library

The library contained state of the art media faesiand technological equipment, diverse types
of resources and equipments, a vast book stockiogviction and non-fiction titles, and audio-
visual materials. | observed recent publicationslmplay as we entered the library. Here | met

the full time teacher librarian, who was busy wathlass. As we chatted, she indicated that:

Each class has a library period once a week. Dutlng lesson | give them information
relating to a Media Centre, they borrow books fafiormation and recreational reading
and | also read stories to the younger childrene thildren bring costumes from home

and we dramatise scenes from these stories.

| observed a few ladies working in the far endief library. Some ladies were arranging books
on the book-shelves, others were covering andamtalg books, while the rest were repairing
damaged books. Iris introduced them as parents,ocahe in to help the librarian. The librarian

indicated:

Library monitors also assist in the library duritige lunch breaks.
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At the core of every school is a pedagogic missaod the most important places for the
achievements of that purpose are the classroonthankibrary. To this end, Acme Primary was
fortunate to have a library that was a treasuresboof learning materials and which was
functional with a full time teacher librarian. Ihi$ school’s media centre learners and staff came
in and appeared to “switch on to learning”. Suchotaable conditions are in contrast with
schools in which | have taught, and other schoolsny area - where form educators teach
library activities integrated into the English peti This occurs without the assistance of a
permanent, specialised library educator and treseténdency that this subject could be ignored

due to other pressing matters which often takeguleace over a library period.

My visit to the library indicated that learners gratents were motivated to provide support with
the management of the school library. | got thergapion that parents cared about the school
and that they contributed to the promotion of l@agnin this connection this observation further
endorsed the school’s ability to plan and utilize assistance of the community and the learners,
which is important to the agenda of a self-managalgool. This could, therefore, capture a
glimpse of the culture of the school. Further, wgviding learners who are library monitors,
with opportunities to lead, is likely to inspirestin to be responsible and it further develops them
as true leaders to serve other people and theisegmm. Decker & Decker (2000) argue that the
drawing in of many stakeholders has always beeogrésed as an improvement in the school,
especially where educators invite the learnersthedcommunity into school programmes and
activities. This confers with Gultig & Butler (199%nd Mabaso & Themane (2002) (see pg 25),
who argued that self-managing schools can beneéinfhigh levels of participative
management. According to these authors, school camimunity collaboration is not only
destined for the benefit of learners at the sclblalso becomes a means and a way for the
development of the school as a learning organisafille data seemed to capture the role of
social capital for this school functionality, fokample parents and learners were seen taking
more of a “hands on” partnership in assisting tteosl.

Our next visit was to the computer room.

5.2.4. The Computer Room

The computer room was equipped with 30 ‘state-efdht’ work stations, each with internet
access, and using up-to-date software. The compessher was supervising Grade Seven

learners. He indicated
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| teach all learners from Grade 1 to Grade 7 for &Apour of specialised computer
instruction each week. The senior learners haveesgdo internet in a controlled

environment for research purposes.
| encouraged the computer educator to tell me raboeit the computer lessons. He responded:

We follow the Knowledge Network Curriculum, which @a accelerated learning
programme used by leading schools throughout SoAfitica. This programme
encourages active learning and stimulates the dgwveént of problem-solving ability,
creativity, lateral thinking, time management anthnming, logic and reasoning,
listening, memory and concentration skills. Eacbsgmn is project-based and fun-filled.
Pupils from Grade 4 to 7 complete an external prattassessment at the end of the
year.

The computer lessons offered at this school apge#oe follow a structured, intensive
programme. The educator seemed to be very passiandt motivated to share his knowledge
about computers. He invited me to visit the compr@dem on another occasion, to look at their
programmes. His positive attitude to his work esgouand enacted a calling that represents one

of the many factors that could promote the develapnof a self-managing school.

Attached to the computer room, was a small “opesn’plroom, where worksheets were
duplicated and stapled by an SGB appointed membéneoadministration staff. 1 noted the
contrast in this facility with the majority of publschools where educators are under pressure to
produce their own worksheets. Such simple, admatise and academic expectations placed on
educators in many public schools add pressureeio ¢alucators’ workload. At Acme Primary |
noted how the outcomes of self management, whilgteck to staff stakeholders’ needs being
met, and could generate greater commitment to ¢hea by the staff. In this regard, Haefele
(1993) cited by Wagner & Hill (1996) believed thieducators are satisfied with their job, it
can be linked to opportunities for learning anceeadevelopment.

5.2.5. School Safety and Security Measures

As we continued the walk from the computer roorthenext block, where the classrooms were
situated, | asked Iris what safety and securitysuess were in place at the school, because | had

noticed that they had a lot of expensive resouraasd, furthermore the staff as well as the
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learners needed to be working in a secure envirahmgs described the school’s security
measures in detail. A security guard was posteédeaschool gate during and after school hours,
and on weekends the security guard patrols theeeptiemises. The school premises were
fenced. The school operated an alarm system. liti@ada security company patrolled the
school during the day and night. In addition a ségweompany patrolled the school during the
day and night. The school was connected to theeseg@plice station and there was one police
officer who worked in partnership with the schobhe school has a detailed discipline, safety
and emergency policy, for example, visitors werquneed to report to the office first and
indicate the purpose of their visit in a registefdse meeting with staff members (which was
only by appointments). Other safety and securityasnees included First Aid courses and
professional development workshops conducted vgheducators, in relation to school safety

and security topics.

From this | learnt that the school had developstt@ng culture of security and safety practices.
This would enable the people of Acme Primary to kvar a safe and orderly working
environment. Furthermore, working in partnershipghwhe police officers provided additional
security, but was also significant in terms of fohool inviting external partners to develop the

school. This further shed light on Acme exercisingonomy to self-manage, positively.

We continued with a visit to the school hall.

5.2.6. The School Hall

The foyer to the school hall displayed various isast of the learner’'s work in curriculum and
co-curricular activities. Image 5.8: are picturespthyed in the foyer of the hall, showing learner

prowess.
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Images in 5.8: Depict Learner Prowess
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When we entered the school hall, | was warmly gekéty the school principal and the Speech
and Drama educator. Both were busy coaching a gojulearners on a choral verse. The

principal displayed a confident stance giving thgiiession that he too, was comfortable and

immersed in actual teaching and learning activitldgft the school hall thinking how active

learning took place in various sectors of the sthoat confined only to the classrooms or the

sports field. This was confirmed by Iris:

The school hall is where the hub of school actsittakes place, such as rehearsals,
parent meetings, school concert and exhibitidhgting the lunch breaks children who

sing in the school choir normally gather here witle music teacher to rehearse for on-

going school functions. The school is famous fasrahmusic. In 2010 we won a

prestigious trophy, and were ordained the best primschool in choral music in the

district.

Aligned to the principles of self-managing, the@ahencouraged the use of their facilities, such

as the hall, the swimming pool and the sports fieddthe community at a minimal fee. This
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brought in additional income to the school, for theekeep and maintenance of these facilities.
To frame my research to explore what it entailsb® a self-managing school, multiple

discourses were beginning to surface thus far fileentransect walk. For example, an existence
of a structure that opened up some space for mation of the different stakeholders, such as
parents and members of the community, and the leeksources suggested the practical

support in meeting the learning programmes hapgdanithe school.

5.2.7. The swimming pool

Image 5.9: The Swimming Pool

We passed by this huge swimming pool with changensy shower facilities and a shaded
spectators’ stand. As we walked, Iris spoke alweit wvater sports. She stated:

Acme Primary School is located at the coast, sonsming plays an important part in our
summer sports' programme. We cater for all levélproficiency, from beginners and
novices to those who compete at provincial levae basic skills, along with water

safety and rescue techniques, are taught to alhduPhysical Education lessons.

| also learnt from Iris that many of their learng@rticipated in the local Nipper life-saving,
surfing, canoeing and open water swimming event® Jchool held an Inter-house gala each
year. The Inter-house gala followed the formathef inter-school gala into which Acme Primary
entered a school team of over 60 swimmers. The tdamparticipated in various friendly and
inter-school galas against schools from the grdateban area, and the upper and lower South

Coasts. These are some of the pictures on displdlyeosports notice board.
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Images 5.10: Swimming Gala
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Water Polo was recently introduced, and had faswgrfrom a Physical Education pastime of
"Splash" polo, to formal 6-a-side games againgehtigh Schools in the area. Teams had
played in the "beginners" and "advanced" sectioitis @xcellent results. The 2010 squad had
played in several tournaments and had enjoyed@essiul term of challenges, winning many of
their games. But the highlight of the sport was mtweo girls were selected for the Kwa-Zulu
Natal Under13 Water Polo squad and participataterinter-Provincial trials held at St

Stithians College in Johannesburg.

The variety of water sport activities at this sdhoand the results of the participants
demonstrated the multiplicity of inputs from therivas stakeholders. The practice could not
have happened from the effort of only a single @erdhis indicated teamwork in the school’s
functioning. The excellent results obtained by lde@ners gave the educators a positive feeling
about their engagement in activities, as was espreby a participant (Fiona), who stated this in

an interview:

Our children are making us very proud. We feel apmted and trusted. Our job is

never mundane, dull or boring.

McGinn & Welsh (1999), argue that where learners aot doing well and results are not
improving in a school, such a school would failaatigh performing” school. Evidence from
the transect walk in terms of the positive schawge, learner centred activities and inclusion of
the families in the learning process, providedimgse of the prevailing situation at this school.
Chapter Seven presented a more detailed examinatitimese attributes and practices at this
school, which formed the basis of a substantiverhef self-managing at Acme Primary
School.
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5.2.8. The School Tuck-Shop and Uniform Shop

Making our way towards the school tuck-shop andoum shop, | noticed that the school tuck
shop was closed during the time of my tour. Irioimed me that the Tuck-Shop was out-
sourced, meaning that it was managed by a paretiid regard, | asked Iris the motive behind
the out sourcing of the tuck-shop. Iris explainkdtta needs survey had been conducted to
establish what learners and parents preferred smloeat the tuck-shop. After much deliberation
on the matter, the school decided to lease theghok to external partners because they did not
have the time and manpower to manage the Tuck-8hop daily basis. The school charged
rental and supervised the items that were sold.f@tecapitals - intellectual, financial, social
and spiritual, connected with distributed leadgrshuitcomes seemed to be demonstrated here.
For example, decisions about the type of food sdldhe Tuck Shop were initiated by an

educator who revealed skills in the managemenbotidhealth and economic practices.

Attached to the tuck-shop, was the uniform shopere@mew and used uniforms were sold. The
shop was opened for sales for just two hours per(H2:00 to 14:00). | met the lady employed
by the SGB to work in the uniform shop. It was ai@us matter for me to understand more

about the “used uniform” so | asked her to clarBhe explained:

Learners who have no use for their uniform, esplgcthose who are leaving the school
at year end can sell their items that are in a geoddition to the school. The school has
a policy on used items (which she explained) ancemparents tend to purchase the used
items because these are in a good condition andl &ohalf the price or less than the

new item.

Here | learnt about how the school made decisiortsetp parents sell items of school clothing
that was of no further use to them. The school nidle purchases of uniform that were sold at
cost price to parents. Another reason for the wmfgsale at school was to promote learners
coming to school dressed in the correct unifornthédgh it may seem of little importance,

learners coming to school in school uniform hasmsierable impact upon the general tone of

the school. The following comment by Iris typifiedat educators do:

They check that the children are clean, as welheatly and correctly attired in their

school uniform.
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With regard to the choice of the uniform, she state

The school uniform is determined by the parentssamported by the school. We have a

different set of uniform for the Winter and Sumssasons.

Image 5.11 shows the uniform for the different seasand the different coloured T-shirts that
are worn for the different codes of sports. And ¢e®.12 shows some learners dressed in their

summer uniform.

Image 5.11 Image 5.12

Initially | felt that having different sets of uoifims for the two seasons was a costly business for
parents, but the parents considered the comfatieofearners in designing the uniform for the
hot summer months (see image 5.12); and the cokdhee experienced in Durban (see image
5.11). This is contrary to Bush & West-Burnham (4R%efer to page 35 of the thesis, who
stated that in a centralized structure, senior m@ment holds most of the decision making
power and has tight control over departments amsidns. The issue of school uniforms

suggested strategic planning through the collegaréicipation of the parents and the school.

5.2.9. Care Centre

Leaving the tuck-shop and uniform shop we then @ggred the Care Centre. Iris explained that
while it may be a general practice in many schtfwds the school accepted responsibility for the
care of each child from 07h30 until the end of #mademic day, and for the duration of co-
curricular activities, parents at Acme Primary tamldecision to run an after-care service. It
accommodated children whose parents were unalglellect them within 10 minutes of the end

of each school day. The stated purpose of theamree was to provide a safe environment for
children until their parents could collect them. wéwver, those who used this facility paid
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monthly from 1 February to 1 November each yeasu@husers paid a much higher daily rate. |
enquired from Iris as to what the children do at@are Centre. She replied:

The school's Care Centre offers the following: indualised Reading & Spelling
homework for Grades 1, 2 & 3 pupils. We providewbeue and some assistance but not
individualised homework classes for pupils from d&s 4 to 7. A free service is also
offered to pupils returning from excursions and répdrips after school hours, until
5:30p.m. This service is extended to those puphiese co-curricular activities have
been cancelled at short notice and where the s¢hootcurricular programme can only

accommodate them later in the afternoon.

| asked Iris who was responsible for the care ee@he replied:

It is a group of parents, who are paid by the S&MJ the SMT oversees the work.

My observation of the care centre reflected thatféred much more than concern for the safety
of the children until their parents collected thdm.addition to this, it provided a structured,

stimulating environment, which included activit®sch as free-play, educational games, videos,
art and project work. Free choice of activity wasauraged. It was clear that the managing of

the care centre did not happen by chance. For deainis mentioned:

Parents were interviewed and then employed to sigeeithe after care centre. They
work with the educators and HoDs in planning andszdtation. This results in revision

and extension of what was done in the curriculuogpgmme.

In this example, | recognised a more “hands-oné afl the parents in the running of the school.
Inviting parents to get more involved with theirildts education and school activities, is the

backbone of the principles of a self-managing sthoo

Towards the end of the tour, we approached therdams in the Foundation Phase and Senior

Primary block, | enquired from Iris about the corsition of the staff and learners. She replied:

The teaching staff consists of thirteen departniersted educators, ten SGB appointed
educators and there was also thirteen non educdtehsch included the administrative
clerks and cleaners), some of who are state pattcthers are employed by the SGB.
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For a small school such as Acme Primary this waslatively favourable number of staff
members. This could be seen as a contributing faotaghe improvement and quality of the

education at the school.

5.2.10. The Classrooms

We walked past most of the classrooms because weati want to disturb the lessons in
process. However, at one stage | requested ofhlais| would like to see what the inside of a
classroom at this school looked like. She grantecamopportunity to go into the classroom that
was closest to us; so no particular classroom wixted. The Foundation Phase classroom we
entered was well lit, with a carpeted story-telliangga. The classroom was not over-filled with
desks. It was colourful, had many resources, ohjgobsters and books that could stimulate
interest and be used in diverse learning activities could extend beyond the chalkboard. These

resources further implied the school’s ability ffoed such acquisitions.

Image 5.13: An Inside View of a Classroom.

Inside the classroom the learners’ desks were gedhim rows. However, | did notice that the
majority of learners were seated next to learnérh® same sex. | did not have a chance to
enquire from the educator if there was a particidagnificance to this type of seating
arrangements. In this class, learners were notateph nor were they seated according to race.
However in this regard, Iris mentioned that on i@eeasions they did receive requests from new
parents, appealing for the child to be seated teezt child of their own race, as the child may
not be comfortable. The school did not accede th saquests. All the learners were dressed in
their school uniform, thus | did not see a varietgoloured jackets and jerseys which is normal

in many of the schools in the area that | teacho@mwall of the classroom appeared a complete
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list of the learners’ names with each learner'sddtbirth adjacent. Table 5.4 is an example of
the classroom rules which the educator statedshatdeveloped with her learners. It seemed
that the practice of PEACE was highlighted. | olsedrthat a positive reinforcement was made
with each letter of the word. | took note of thesppoe tone of each rule. The educator avoided
the use of the word “don’t”, hence the learnersemerced to focus on the expected positive
classroom behaviour. In order to improve teachind Eearning, it seemed that learners were
groomed to behave in a particular way that wasedeas the culture of the classroom, which

could further extend to promoting the culture ad #thool.

Table 5.4: The Classroom Rules.

OUR CLASS RULES
P — PLEASE BE POLITE
E — ENSURE THAT ALL WORK IS DONE
A - ACCEPT OTHERS AS THEY ARE
C- CHOOSE TO BE POSITIVE

E - EAGER TO LISTEN

| found through the literature review that these some of the elements that link with spiritual
capital. For example, Liu (2007) suggested thatwag to promote the culture of the school is
by motivation, where the focus is on doing thingsdthers in a small group, which leads to an

enhanced practice of purpose and belonging.

As we continued with the transect walk, Iris andidcussed matters of general information

regarding Acme Primary. Of interest Iris mentioned:

The school caters for learners from Grade 1 to @&rad with small classes (of
approxmately 28 to 30 learners per class). Those classes wittilaf 25 and below do
not have teacher aides, whilst those classes witbllaof 26 and above have teacher

aides.

Teacher aides are not privileged to all schooleretfore | enquired about the role function of

these teacher aides. Iris explained:
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Teacher aides work for half a day. They are empldyethe SGB, to assist the educator
with group reading, remedial work and other aspeaxtseaching in the classroom. Some

of the classes share teacher aides.

We stopped the tour to enable me to meet with sofrike educators who | had identified as
participants for this study. Iris explained to thém purpose of my transect walk. Each of them
appeared to be happy to participate in the study.

During the transect walk, | observed that the tohéhe school was one of ‘a working buzz’.
Educators in all the classrooms with the learnepeared to be engaged in their lessons. Even
this was different to my experience in many schowelsere learners may be left unsupervised if
the educator was attending to another school issutgide the classroom, or educators who
spend up to five minutes either finishing their &r the ending of the break or chatting to their
colleagues before they go into their classroom® ffansect walk provided a first glimpse of
Acmes work environment, which appeared to be basethe ‘principle of performativity’. In
this regard Thrupp & Willmott (2003) state that thrganization should optimize performance
by maximizing outputs and minimizing inputs (cos&jlucators reporting to their duties on time
and proceeding with their business illustrate sqgrowerful influences enabling a school to
provide education that is ‘value for money’. Thendls itself to a better understanding of
Benjamin Franklin's (1748) argument that time wedsgsemoney wasted, based on the theory of

capital (see Chapter Three).

5.2.11. The Playing Field

From the end of the Senior Primary block, we hadar view of the school playing field. | was
able to watch a class having a lesson in Physidac&tion, involved with Hockey skills. The

learners appeared to be happy on the field.
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Images in 5.14: Learners on the Hockey Field.

Once again it was noted that this school was welNiged, in terms of financial capital. Other
factors that seemed to surface which demonstrata@t happened in this school, are for
example, the school had a variety of learning mognes to cater for different learner needs,
stakeholders appeared to be working in teams akelsblders had ensured that the school was
operating in a safe and secure environment. Theosgfounds looked like a happy place where
learners were engrossed in play. These factorddoelp to understand the way this school
functions as a whole, supplying the children witkatisfactory environment in which to play
and learn (le Roux, Nel, Hulse & Calderwood, 19%6-7

5.3. Conclusion: Reflecting on the Transect Walk

This chapter provided a descriptive analysis oftrapsect walk in Acme Primary School. This
created an overall insight and understanding imoculture of this school. The school buildings
such as the administrative block of the schootalyp, computer room, school hall, swimming
pool, tuck shop and uniform shop, care centre,sot@sns and the playfield were in good
condition, suggesting that this school has theitgbib offer learners optimum levels of
education. The mural of the theme “one school anglf/” is the first thing that greeted visitors
when they entered the school, and this communicgexpagated and endorsed messages of
building unity, getting along, caring and shariftgcaptures a positive ethos of the school. The
children appeared to enjoy the variety of sportd karning facilities that seemed to cater for
their diverse interests. Using the various posasnotice boards around the school to highlight
my point, | received a fairly good idea of the wais activities that were offered at this school.

It was apparent that this school had the finantielns to progress in terms of resources and
materials. This might explain the diverse learnapgportunities that this school could provide
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because they were able to obtain the necessaytmaltain their goals. Parents were seen to be
actively involved in assisting the school. Thignsline with the principles of a self-managing
school, which calls for parents to support andsaske school. Display of learners’ efforts and
photographs could have motivated, involved andiradplearners and educators in doing their
best at all times. This claim may be substantiggdaldwell (2008), who is of the view that
involvement of the learners, educators, parentstlaad@ommunity will have a positive influence
on improving the results of the school. The priatiglso appeared to exert a strong influence in
the school by “walking the talk”. | got the impress that he adopted a “hands on” approach in
school leadership and management; and was nahpsaging from the office. The implications
emanating from the transect walk were that thisssktimust have developed strategies to deal
with the self-management of the school, such agelship, goal setting, planning, task tracking
and self-evaluation; as they could not have peréatiheir expected functions if they were not
in possession of such knowledge and skills (Clagd®)7). This provided a basis on which to
ground strategies for understanding what is emtanea self-managing school. | return to some
of these issues in Chapter Seven, where | preseamdddiscussed data on “evidence of the

school in practice”.

The next chapter examines participants’ understeysdof a self-managing school.
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CHAPTER SIX
EXAMINING PARTICIPANTS' UNDERSTANDINGS

OF A SELF-MANAGING SCHOOL

6.1. Introduction

This is the second chapter on the findings of $hisly. The purpose of this chapter is to unvelil
and examine participants’ understandings of ameelftaging school, based on the conviction
that people’s understandings would have some impdios on how they perform in practice. To
do this, I turn to the memory accounts of the tartipipants (the SMT members and educators),
who would have had a chance to implement the goiesiof “a self-managing school”. Because
the focus is on the verbal understandings by thecgzants, the chapter brings together the data
gathered by means of the two individual interviewth the principal and DP, and the two focus

group interviews: one with the HODs and the othih whe six educators.

The chapter unfolds as follows:

> | firstly signpost my route of presentation andcdision through one broad, mother
guestion, “what is a self-managing schoortrese perceptions of a self-managing school
had implications for instance, on how these stakishe perceived the phenomenon, and
had a huge influence on what they encouraged codiaged in the development of the
school. So, SMT’s and educators’ perceptions ofed-rsanaging school played a

significant role in shaping the school as self-ngamg.

> | expand my scope of understanding by further breaklown this question into sub-
themes, to make explicit the issues that needdxt tiackled in a self-managing school.
In the first sub-theme | discuss how the participamderstand a self-managing school
from a financial perspective. | asked questionateel to finance because as argued in
Chapter One, a self-managing school is richer aacerioaded than a Section 21 school,

in the South African context.

» The second sub-theme relates to the participaetgeptions on the role of professional
development as an important component for the sestaimprovement of a self-

managing school. | justify this choice based on theoretical framework, which
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suggests that an in-depth understanding and peactit ongoing professional
development is fundamental to the developmentsaifamanaging school.

> In the third sub-theme | examine data in regarthéorole of partnerships in developing
the school. It is expected that greater cross-dcaiod community interaction, sharing
and learning brings several benefits for a self-agamg school. Here | wanted to learn if
different stakeholders worked together in practie®y this can play out in varying ways

in the school context in promoting goal achievement

» The fourth sub-theme focused on the participangéstgptions of the spiritual culture of
the school. My interest in including this themethe study stemmed from the growing
body of literature which claims that spiritualitgre positively influence both quality and

professional competence in the school.

> In the fifth sub-theme | considered the role of agement and leadership (more
especially distributed leadership) in meeting tibhosl goals, in view of its being a

substantial thread that runs across all the themtss section.

> Finally the chapter closes with a discussion of ifseies that emerge from the mother

guestion, as well as from all the sub-themes.

It becomes necessary here to introduce the patitspthrough pseudonyms, in keeping with
research ethics, as explained in Chapter Four (ddeflogy Chapter). The purpose of this
introduction is to make explicit which of the paiiants’ views that was being unveiled, for
example, was it a member of the SMT or a level edecator? Moreover, how participants

perceive a self-managing school could be intrigdieked with their position in the school.

6.2. Introducing the Participants
Table 6.1: reflects the names that | allocatechttheof the ten participants.

Table 6.1: Pseudonyms given to the Participants.

Participants Sex Pseudonyms
Principal male Richard
DP female Iris
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HOD 1. male Harry
HOD 2. female Jane
Educator 1 female Ann
Educator 2 female Bernie
Educator 3 female Carol
Educator 4 female Debbie
Educator 5 female Evelyn
Educator 6 female Fiona

These pseudonyms are used for the SMT memberssichibpter and for all participants in the
subsequent chapters. In this chapter educatorsesamre not used, as the focus was on what
the overall group said and not individual particifga perceptions. Throughout the chapter |
have used extracts from the participants, presentélics, to set them apart from the other

literature used.

6.3. Participants’ Perceptions of the Question: “Wiat is a self-managing school?”

As explained above the central question of thisigeds, “What is a self-managing school”? In

this regard Richard (the principal) said:

A self-managing school is required to be more antahble and approachable to local
people in the community. Within the organizationhaee the authority to take decisions
and set the direction of work. We can do this bgwiing from the network of different

abilities, skills and knowledge being available

| probed further to find out how Richard views hi¢e as principal of this school.

Well, I'd say my role has changed from the firsteithat | was appointed a principal of
this school. Now | rarely teach. My time is takdaypg more like a leadership and
management role, supervising, getting work done @minoting the school. | seek for
sponsorship, getting all stakeholders involvedhia tunctionality of the school...... and |
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need to keep the ship afloat amidst constantlyatiereng seas. | have to lead and
motivate the educators, learners and parents; ttoeeel have to be more responsible

than for just ensuring that policies are implemehte

| asked Richard to tell me more about the othekstabat his role entails besides policy
implementation. He added:

| ensure that there is continuous self-developnagat professional development going
on, to empower the staff so that the quality ofvthele school improves. We have to stay

focussed on and connected to the school Vision.

Regarding the participation of parents and edusatordecision-making, Iris (DP) had this to

say:

We must realize that we are equal partners in ngpWms school forward. We need to
strengthen the participation of the SMT and edusato decision-making..... (Pause).
But even in self-managing schools, it is necesalthere is a certain degree of central
control and co-ordination from the SMT, as the pial is still accountable for the

overall operation of the school.

| enquired from Iris why it was necessary for tiMdTSto have control. She replied:

The SMT cannot be blind to what is happening instteol. Every school has a Mission

and a Vision that drives the school. It is the msgpbility of the SMT to ensure that

every person is working towards the same goalssiisg resources and techniques to the
maximum. We have to motivate each other to ensuaityjand success.

Richard’s views and Iris’s views were consistenthwthe principles of a self-managing school,
to promote the practice by inviting educators aacepts to get involved and support the school.
Furthermore, they understood a self-managing scasahtricately intertwined with increased

accountability and responsibility on the part afiinduals as well as the school collectively. The
message continually reinforced washée' school was striving to be the best in promoting
learning’. This further highlighted Richard’s comment théthe school is accountable to the

parents, educators, learners and the communityetbee we have to remain focused and keep

looking at where we are headingltis indicated a belief that there were many eletsehat
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played a significant role in organisational succems example of which was parents and
educators having greater participation and decisiaking power. However, she added that
because the dynamics of self-managing schools amplex, the SMT should operate from a
position of ensuring that the different parts of thhole are working towards the key goals of
the school. In this regard, major transitions ta¥gaself-managing schools in South Africa have
been in disorder because too few schools are meégar the challenge of active participation of
stakeholders balanced with the SMT maintaining aVvecontrol (Bagraim, Cunningham,
Potgieter & Viedge, 2010). In a sense, schools dgeefind it difficult to separate stakeholders’
participation from management control. In the pasany South African schools were over
managed and under led. Successful schools are thasénd a balance between organisation
and control, and leaders that advocate developioge feaders within the institution (Grobler,
1996).

In the focus group interview with the HoDs, Harrydalane had this to say with regard to the
concept of a self-managing school. Harry said that:

The school has to manage by itself, therefore theklvad has increased. But there are
various committees that assist with the smooth inghof the school. This means that
people will need updated information to enhancetwiey are doing. As a SMT member
my role is to co-ordinate these committees effelgtito provide support, encouragement

and guidance so that the school can improve ancefticiently.
And Jane added:

Responsibility has definitely increased as the sthigveloped into a self-managing
school. For example, we are under a lot of presstreprovide lots of different

opportunities for the learners other than to justds on what's happening in the
classroom. We are also expected to get more indotveneetings and school activities.
The principal repeatedly makes it clear at stafetimgs that this is our school and that
each one of us needs to make a contribution sodahaschool goals are achieved. He
has indicated that if we do not want to work, wewt inform him so that we can be

replaced.

The next question | posed was: “Has your role d30® changed in any way under self-

managing”’? Jane’s view was:
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Yes, my role has changed, but the hours of managedwties for HODs have not

changed. Before our school was declared as Se2tipnve had to merely check that the
educators were implementing policies set out byetthécation authorities. | felt like a

supervisor. It was about quality and control. Nofe&l more like a manager and leader.
Our task areas extend far beyond the conventioeathing situation and the tasks
require skills and knowledge of a different nature.

Harry interjected:

We are more involved in the decision-making proe¢ssthool. | think it is important to
expect some sort of academic-professional managemalification from HODs. If
educators are expected to be academically and psafaally equipped before they can
teach, the same requirements should be set for @fompositions. As HODs it is very
difficult to do the work if we don’t have suppoystems in place. It is important to have
sound relationships with the educators because eegl their support in order for all of
us to work well together. We cannot instruct thaoadors to do certain things. In fact,
leading, sharing and planning are a whole schodlative here.

Jane supported Harry by saying:

Our responsibilities have increased. Self- managnaans more administrative work. So
we try to make the educators understand that tlmtytaymeet certain standards and do
certain things, that will make the whole system more easily. So | think, to that extent,
we have become more organised, more accountabletiat we are doing. But it is a

little easier now to manage, since both of us are-form educators. We have more time

to focus on our management roles.

Rae (2005) maintains that self-managing schoolddcoreate teacher overload and excessive
paperwork. In this regard both HoDs found theiertd be more challenging in terms of work
load, and reflection on the practice meant morecedad attention to various issues in the

school. Harry commented that:

Higher number of meetings, professional developnsessions and networking with
other schools are now held, where more people @keng, discussing and trying things
out. It also involves setting the budget, managespurces and evaluating new things to
see what works.

Consequently, Harry conceptualised a self-managtigol as a whole school initiative. He

indicated that work, such as planning, leading,isi@s-making and organizing, was shared

150



through the formation of various committees. SinylaJane stated that everyone made a
contribution to enhance the efficiency of the sd¢hélence, both believed that ‘sharing’ chores
and responsibilities was a marker of what shapesel&managing school. Fullan (1992)
acknowledges that schools should be developingektdlers’ potentialities to support the
system. In addition to reducing educators’ workloathintaining strong on-going networking
with outside agencies is necessary for assistamtesw@pport. The school must be aware of what
is on offer in the community, so that quick respmare able to be made in ways that benefit the
school. Fundamental to the success of the schdabhtsthe SMT must lead the process and as

such accept responsibility for departments andatiezall functionality of the school.

Neither of the HoDs at Acme Primary were Form Edousa This impacted positively on their
work as HoDs. This is a rare practice in most efgghmary schools in the Umlazi area, as HoDs
normally have to manage a form class, with a gdlching load, and perform management duties
in their respective departments as well as perfttrer SMT roles. Being a non form HoD is
considered an ideal situation, where more managertiere is devoted to motivating,
monitoring, mentoring and developing educators.s€hare important duties and roles in the
school that promote achievement of vision and gdalsat is emerging from the data is that
leadership and management are recognized as amtanpelement for success in organisations.
It implies that self-managing schools are not dialyout pupils or good teaching” (Dalin, 2005,
p.19). One of the chief responsibilities of theauhs to make time available for SMT members

for personal growth and the effective executiotheir duties.

In the focus group interview with the educatorse participant stated her belief that, now there

existed greater competition amongst schools. krdgard, she explained:

The staff seems to be more interested in our satwpeting with other schools. This
adds value to our school because the harder we whekgreater the positive effect on
our learners in the school. We are now providingider range of curricular and extra-
curricular opportunities. On a positive note evamgois given an opportunity to
empower themselves and lead various activitieghis way we can say that we are

effectively contributing to the functionality oktkchool.
Another participant affirmed the above and added:

This means that each school should have the pgbple and the money to plan the way

it runs its own business.
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| asked the participant to describe a little morkatvwas meant by “right people”. The
participant replied that “they” referred to hard rkiag, skilled and dedicated people who are
needed in every school. She accepted that thegbakfications are important in recruiting staff,
but added that academically qualified people atenecessarily committed to the organization.
Her comments suggested a view that highly qualipedple may not necessarily equate to
providing good quality education and service. S¢hoend to absorb highly qualified educators
when recruiting new educators, to uphold their liet¢ual investment, but hardly invest in
professional development to optimize the staff bajpees. This links to Chapter Three, where |
noted Fullan (1993), who argues that the entireceph of self-managing focuses on
performance improvement. The implication for thedst is that it becomes necessary for
stakeholders to engage in on-going professionatldpment which would enable them to have
a wide range of information, skills and the ability process this information critically and
intelligently in support of the process of self-ragmg. An important feature of a self-managing
school is the link between the growth and develagnoé the staff related to the growth and

development of the school.

Another participant in the focus group was of tievwthat:

In the traditional approach, we focused on the datah in the classroom. But with the
new way of self-managing, there are too many thtogdo. The SMT and educators are
expected to be a Jack of all trades. This mean$hawe to be highly organised and

manage time well. | prefer to focus on the learrdrsctly.

| enquired from the participants how they copecdwiitese feelings of overload. One participant

responded that:

We cannot change the policy of schools becomirfgreaiaging. But in order for our

school to be effective it is important that weahtinue to be friendly, support and help
each other. We respect each other as individuasabse we are all members of a team
in this school. No one is more important than theeoin terms of position. We have to

be open to different ideas and opinions.
A different participant elaborated:

The principal comes on strongly that we all havedatribute to the school functionality.
This got me out of my comfort zone. Now | do getlied more often and have gained

much experience. | also feel appreciated for mykwor
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Some important principles of a self-managing schib@t emerged from the question on
participants understanding of a self-managing scheduded increased accountability and
responsibility. For example, Richard believed thatthis setting” there was a great deal of
accountability in all aspects of the school, expeédrom all members in the school. This view

suggested that making people accountable for vk, is one way of strengthening the school.

The majority of the participants agreed on the vibat the principal was still accountable for
the overall operation of the school, and as a apresgce he should be the main decision-maker
in the school. However, this study found that atm&cPrimary School all stakeholders were
collectively involved in decision-making and th&etprincipal at times made final decisions
based on the recommendations of the stakeholdershanneeds of the school. Another issue
that arose from the remarks made by the participaass the possible use of power and threats
from the principal, to force stakeholders to cdnite to the core business of the school. This
was illustrated by Jane (the HoD) who stated tlifathey did not want to work the principal
could have them replacédin this regard Bank (2003) states that pringpatay possess
substantial resources of authority and influenceiciv could be used to dominate people and
determine their behaviour. People would likely noballenge such threats, but invariably revert
to adhering to them to gain or retain acceptancéhénschool. This matter tends to operate
against the core elements of a self-managing scmdoth seeks a “softer”, more empowered
style of leadership, providing support and encoemagnt to the stakeholders, inviting and
democratizing local decision-making of all stakelsos. Although South Africa is moving
towards greater and wider adoption of the prinamé self-management in schools, there still
appears to be substantial ground to cover in teom$ridging the gap between a hard,
controlling approach to leadership and a commuiveatpproach. Ideally the “doors should be
left open”, the staff must feel willing and be alte talk openly with each other, sharing
problems, ideas and learning (Fullan, 2002). Th&ue will be explored further in the next

chapter (Chapter Seven).

While most of the SMT members and educators shaveasmmon understanding of increased
participation in leadership and management dutyes, not all participants had the same
understanding of their formal involvement in suchies. This is implicit in the contribution of

two educators’ response regarding issues that coniteir roles and responsibilities. One

participant stated:
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As an educator | could also mentor and support otb@ucators, a role that was
previously restricted to the SMT.

This participant, whose teaching experience exakeRieé years of service, perceived her
contribution as a healthy source and beneficidhoschool, yet the lack of the title as a SMT
member, did not deter her from the unlimited ineohent in the affairs of the school. In fact the
educator was unaware that she did indeed disp#aefship skills in the school. Although based
on the views of one participant, her perceptionscalto question Sarnoff's (1990, p.523-524)
remarks that when the concept of a self-managifgdcis not understood and does not

correspond with the interests of those who hawapy it, it is not well practiced.

Participants also reported that their functionsehahanged with self-managing, leading to
increase in workload, where participants felt bwouat with teaching, coordinating professional
development activities, organizing a variety ofgpa@and cultural activities, and the management
and leadership duties. The implementation of s@fiaging meant that the school was tasked to
come up with ideas and action steps towards thewamment of goals. Other participants felt
that self-management gave stakeholders many oppiesito become empowered, and engage
in activities where people got more involved inued of caring, sharing and participation in
decision making. Such perceptions highlight thednfee organizations to move away from the
traditional hierarchical design, to flatter, leas&uctures that support a more empowered, team

based work force (Horner, 1997).

According to SASA (1996), it is expected that sdeahould operate in participative ways that
promote the development of a self-managing sché#ilile issues of different opinions and
tensions infuse the data, the extracts above degrate common feature, that of participants’
contributions to the school and the value of tresdributions to the success of the school. Such
perceptions suggest that the contributions of thdn force were the order and priority of the
school (see Chapter Seven). Denying people the rappty to engage in meaningful
discussions and decision making carries the prosygdaniting stakeholders’ human potential
to take an active part in issues that affect tHEme. data on stakeholders’ participation illustrated
that it is not something that should be taken f@nted, or that it will happen naturally. It is
possible that the contextual factors, such as dlaborative leadership style and the availability
of resources at Acme had an effect on educatorgaggment in school activities and the
performance thereof, which are strong features tpgnto the overall direction that a self-

managing school should take. This also suggest$tiding schools more accountable for their
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performance will only work if there are people ioheols with the knowledge, skill and
judgement to respond appropriately to the challsrigemprove. On the basis of participants’
perceptions this study deduces that a readinesmfilementation or understanding ensures that
the school processes and structures are primeckéd mew demands. Such qualities are crucial

for making schools more self-managing and moreiefi.

6.3.1. Perceptions Regarding the Role of Finance axSelf-Managing school

In the individual interview with Richard, | askethow he could explain or account for the

“importance of finance for the day to day functilityeof the school?” He responded:

Finance is crucial to the functionality of any sohobut so is the hardworking staff;
which is the key to the success of this schoolwithtgood finances the school is able to

do things without much dependence on the Educ&tepartment.

| asked Richard to tell me about some of the chglls he experienced with financial

management. He cited the following:

We have to manage large sums of money that theolsokwer managed before. This
demands strict financial management and control. Néwe to be cautious when
spending. We have to be innovative and creativednaging our finances. For example
we involved the learners in decision —making byireskhem for suggestions on what
healthy items should be sold to them at the schuwil shop. The results were amazing.
We are under constant pressure to improve in teah®rganizational knowledge,

including budgeting skills. There is greater demamdme as the principal, because of

my position as Chief Accounting Financial Officer.

In response to the same question, “how can yowa@xpk account for the importance of finance

for the day to day functionality of your schoolfislresponded strongly:

We are a Section 21 school and this was largelgrdehed by the financial status of the
school. The financial resources in the school areial for us to function. Without the

necessary financial support, schools are not likelgucceed.

She continued:

Most people on the staff do not have the necesgaajifications to audit books or
discuss the finer details of finances. Educators/olvement in decision-making with

regard to finances, at this school is limited. Ficas become challenging especially
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when it comes to employing skilled people to awodit financial books, which also
extends to other financial projects of the schd@é are forced to hire external people

with the required qualifications and skills.

The central issue emerging from this discussioreapd to be based on earlier perceptions (see
Chapter One), that the school cannot rule outrtiportance of finance. Richard maintained that
there are other components in the school systetmatlds to the total value of school success.

But Iris claimed that while other assets are imguairteverything hinges on finance.

In the focus group session with the HoDs, Harryl@xed the importance of finance for the day

to day functionality of the school:

There is no way that a school can self-manage lwvitlied or no funds and resources.
Our school is successful and is improving becahsesthool is based in an advantaged

economic area. Parents can afford to pay high stfess.
Jane had this to say:

Each school designs its school programme accordtings budget, needs and plans. The
quality of the school resources are determined bg school's financial resources.

Therefore, marketing the school, striving for hgftandards from learners and parents are
some ways we recruit more learners. When more $dkee are collected, self-managing

becomes easier.
Jane also spoke about the benefits of being fiallpéndependent of the Education Department.

We do not look to the department to support ustiraly. This is an advantage because
we do not rely on the department and find excusethé schools poor performance. We
go to high levels in planning and delivery. Educatand learners are happy here and

we enjoy both the intra and extra-mural activitibat the finance enables.
Harry raised an important issue based on the sé¢besl This is what he had to say:

All extra and co-curricular activities are built io the school fees. Therefore no child is
omitted from any activity because of non-paymermt.nave the best resources one can

expect. Our school is successful, based on itsayp@ finance a number of activities.

| asked the HoDs if they would like to describatdel more about the importance of finance.

Harry responded:
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Schools that are financially secure have a headt staself-managing and this can be
sustained and improved with a committed and capsiaie. | taught in schools that are
financially deprived. These schools generally ameiggling. The staff becomes de-
motivated to work because they don’t have the ifiesl and sufficient resources to

perform their tasks adequately.
Jane added:

Such schools may also not deliver better academrtiopnances if the matriculation
(school leaving examination) pass rate and theditg and mathematics tests in grade 3
and 6 are used as criteria. So | think that finamcéhe most important factor in a self-

managing school.

Harry’s comment reinforced the earlier comment #ihchildren are involved in co-curricular
activities. Both HoDs found agreement on the issfugance being a key ingredient in building

a self-managing school.

The views of the educators in the focus group uner to the question: “How can you explain
or account for the importance of finance for they da day functionality of your school”

stimulated the following comments: One participstated:

Our financial situation has privileged us in mamgspects. For example our school’'s
financial situation has enabled us to employ exteachers, who are SGB paid.
Therefore the educator: learner ratio is 30:1 to.B%earners per class. Educators are
able to provide individual attention which the chién need, especially in grades 1, 2

and 3. So, my point is finance has enabled us podwe our results.
Another participant’s view was:

Educators are paid by the SGB for extra or co-autar duties that extended beyond the
normal school hours of duty. This does not applgmwhll staff members are involved in
duties after school hour, but is applicable whee tdd one or two educators are on duty.
The payment for extra hours of duty is an incentheg increases our month’s salaries.

Educators were willing to work after school hours.

A new participant added that finance had createdmafortable work environment for the staff

and learners. She stated:

| enjoy my job because we work in a comfortablareninent. Parents also state that their

children love to come to school because every Hay are involved in different, creative
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and fun-filled activities that cost money....| netkv with educators from poor socio-
economic areas and in those schools, they struggleurvive. Their goals are different.
Here we have the necessary resources that enabte fecus on the quality of teaching.

Finance is the glue that holds all the key elem&gsther.
A different educator agreed with her colleaguestaying:

Our school is located in an advantaged area. Pagrdy high school fees which have
allowed us to purchase resources that we need. //&vell resourced. We can address
children’'s needs here and tend to use the bestasf/ning. Children are given lots of

different learning opportunities.
Then one educator responded:

Schools are experiencing numerous financial chgsn | think it is a major reason why

it is taking longer for most schools to succeed.
Another participant stressed:

In poor areas, schools are claiming that parents mmt pay school fees. And the
department is saying that the child cannot be démie education if fees are not paid.
Schools are confused because they cannot funciibntie funds that the department
provides. Therefore schools have now become Itkgsaness where they have to think of

resourceful ways to bring in money to pay the bills
| probed to find out how the school functioned l&kbusiness. One educator said:

We adapt leadership and management practices frosinbsses, for example the
principal told us about Toyota starting from a shralanufacturing company, and now
Toyota is famous for its focus on quality, basedeam work approach. So we took some
important lessons from that story.

| asked the participants to please explain exactigt they learnt from Toyota, and one educator

responded:

It is the people in the organisation who bring fystem to life: working, communicating,
resolving issues, and growing together. But Toygtzes well beyond this; they
encourage, support, and in fact demand employeehament. From the look at
excellent companies, we understand that theirssgstem designed to provide the tools
for people to continually improve their work. Soawh understand is that Toyota is
dependent on people like.....working in teams, supm and helping each other,
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inviting external expertise and always making pedpkl welcome, adds to the quality of
the business.

And other comment to this question was:

Like a business, as a self-managing school we tlaeefreedom to choose our own
suppliers and materials according to the needshef $chool. Our direct negotiations
with suppliers give us an opportunity to negotiatiees and look for quality.

My final question on the issue of finance was: “Whee some of the benefits of your school

self-managing their finances?” One perspective was:

We get limited response, if not no response froendépartment on certain issues.
Furthermore, | think that if schools are over degent on the government, it
suppresses the school’s initiative to plan, impramd develop according to the needs of
the school. At our school we do not have to waitthe Education Department’s

approval to plan and put our business plans inttoac
Another participant went on to say:

If the Education Department is funding our schodley may have more say in the
running of our schools, their interference increms®ore often than not, they do not
understand the context of the school and comestatidardized suggestions, which may

not necessarily work in all schools.
Following on this, the next participant stated:

The Education Department has a number of schootedpond to. Very often there are
delays in department response and often thereiarestwhen the responses arrive after

the matter has been dealt with at school levebogdtten about.

Being aware of the context of this research sitéthe community added to my understanding
of how finances were interpreted and expressedigsichool. In the post apartheid era, South
African schools were classified as either advardage disadvantaged according to a set of
norms and standards, which were based on finanaaahy instances the social, economic and
cultural background of the school has evolved Wit new quintile classification of schools
(Vally, 1998). This means that schools such as ABmmary that could have their needs met in
terms of the availability of water, electricity,gmer sanitation and the general maintenance and
conditions of the buildings are predetermined asathged schools to a certain degree. But this
leads to asking the “so what” question. So wh#dfe is geographically located in a “middle

class” suburb, with beautiful school buildings asguipment, and low learner: teacher ratio.
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These factors were perceived to be some of therfathat supported the classification of this
school as an advantaged school, which is assumaelttte basis for effective schools. It became
apparent from the data that the participants tenddédcus on how the financial benefits played
out as pervasive in all activities of the schoalcls perceptions of finance have the potential to
inequitably under rate the importance of the amafntime and effort it takes in planning,
organizing, leading and managing a school. Thisldcamply that the participants did not
consider the needs, management and specificallyd deadership as fundamental in the
assessment of an effective school. As discuss€&thapter Three, a school can have the finances

but above all, the management thereof is also itaptr

Regarding the participants’ understandings of thanfcial aspects of a self-managing school,
the majority of the data showed a much higher I@fehwareness to be skewed towards the
importance of the financial role in a school as pared to the intellectual, social or spiritual
capital. The majority of the participants, withetlexception of Richard contended that self-
managing schools are shaped largely by the schivadiacial status, which takes centre stage on
the agenda of successful schools. They arguedftinaing cutbacks can negatively affect
staffing, resources and teacher professional dpwetat, thus impeding attempts for school
improvement. For example, one response was tbamé schools are struggling with self-
managing because of the lack of financ&hother response was thafinance is the glue that
holds all the key elements togetheBvidently, the participants’ perceptions are thia¢
requirements of school functionality are challeiggamd seem to demand a long list of variables
that are financially based. Hence an examinatiothefschool in practice, in the next chapter
(Chapter Seven), explored how the school puts theseus elements together.

It is not being suggested here that Section 21dstare advantaged to some degree and that it
is problematic for schools to function without fircees. Acme Primary School seemed to have
had the financial strength to be able to employrawmg number of SGB paid staff.
Consequently, it seemed that their dependence egdliernment was minimised. Indeed, the
way the school had structured their collection inhfces (see Chapter Five, 5.2.2) may be a
classic example of their decision-making and ietglial skills. For instance, participants
claimed that with a special committee handling $hkool finances they were not stressed like
other school educators, who spent much time beapmitiner over-active or trying to do too

much with regard to financial management and fuaising activities.
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With regard to the school finances Richard (priatigeemed to have a broader view on the role
of school finance. He accepted the important rdléimance, but added thatevery time the
school entered a new stage of development, we nequéred to adjust what we were doing to
accommodate new ideas. Sometimes new leadershipegded” His view illustrates that there
are other factors that shape a self-managing sclsoch as visionary leadership, vision-led
activities, planning and systematic processes amdtares that needs to be put in place. Hence,
the central finding of this study is that one clegeastic alone, namely finance does not define a
self-managing school. Clearly then, the fact tpatticipants suggest that finance is the priority
in the functioning of self-managing schools, conB the extent to which they are unaware of a
number of the major principles that govern therapen of self-managing schools, despite that
they are key stakeholders.

6.3.2. The Perceived Role of Professional Developmte

This section is presented in two parts. Firstly kimg from a premise that all schools in South
Africa should be moving towards becoming self-manggchools, | wanted to explore whether
the SMT and educators were continuously developeslgh professional development, and if
so what methods of professional development weeel g develop them? These factors are
significant to the study because the influencerofgssional development promotes growth and
facilitates improvement of the school. My secondu® was on the ways the SMTs and
educators were using their knowledge and skillsawtribute to the organization; for example,

were they able to make more knowledgeable andrnmddrdecisions.

In response to the first question, which was: “Areu continuously empowered through

professional development at the school?” Richaditated the following:

Professional development is not a once-off actigityur school. It forms an integral
part of our school programme. We see the importaric®ntinuous learning to improve
and update our knowledge and skills in everythiegia.

| asked Richard to tell me how he was developingfgssionally. Richard very passionately

replied:

| keep myself-abreast of the changes by readinthaltime; | subscribe to educational
journals. Being the chairperson of a professionadly that focuses on school leadership

and management, | network with other principalshi@ area and down-load information
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from the net. | share this information with my &taf empower them, and | further use

this knowledge whenever possible for daily schaattionality.
Then he added:

Every year that | taught a subject, | presentedttics in different ways to my learners.
| try to do that in all aspects of my school wdrlaok for creative ways of doing routine
things. My point is that opportunities for profemsal development arise all the time and

educators must use every chance to grow in thefegsion.
Iris had this to say about the SMT’s and educatoostinuous professional development:

In order for it to be effective, educators needfessional development over an extended
period of time, not once-off workshops. At Acme emgage in various forms of
professional development, where we address thesneédhe individuals and the

organisation to improve our efforts.

| asked Iris to explain some of the methods theydue develop educators, and in this regard she

had the following to say:

An example of one method would be the use of graings, where educators of the
various grades meet to discuss subject numberelefant issues such as: content of
learning areas, lesson planning and assessmentrugi®nal strategies and actual
teaching/delivery of lessons, skills in mappingyriculum and classrooms management
and discipline. We also discuss issues such agdaegpand analysis and reporting on
learners’ progress. These meetings may be chaiyethé Grade Leader or the HoD.
Other examples are mentoring new teachers, stutkathers and teachers needing

guidance in specific areas. Educators also coaelr theers.

It was very clear from the interviews with Richadd Iris that professional development was
regarded as important to the development of Acnmdy School and its people. However, it
was not just identification of areas that requidesrelopment that resulted in success. It seemed

to be combined with certain actions, such as getahg and led by vision, to be effective.

Next | explored the views of the HoDs, with regaodthe following i) Are you continuously
empowered through professional development at ¢thed? ii) Explain some of the methods

used to develop educators professionally?

Harry reported:
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At our school we strive to decide our own fate. Quofessional development is
organized into two broad categories: long-term attbri-term. The aim is to provide
tools that will enable the staff members in cortimly solving problems, to produce

better results and add value to the organization.

| asked the HoDs to explain how professional dgualent workshops were planned and

conducted at the school. Jane stated:

Firstly a needs analysis is done once a year. Dipecs come from the staff. At a staff
meeting early in the year we prioritize these tepaccording to the most urgent needs.
Members of the staff may volunteer to researchttipgc and make a presentation.
Handouts are sometimes given. Occasionally we maitei professionals, as guest

speakers to address the staff.
Harry added:

Short, professional development topics are alssgmeed at our staff meetings. Our
agenda is normally divided into two sections. Tir& §ection involves general matters
that require staff decisions on school functioniremd the second part relates to

professional development.

With regard to how the staff members were using kniowledge, Harry stated:
It depends on the nature of the topic, for exanipéeSenior Primary educators wanted
to know how to teach a child basic skills in readifeaching basic skills of reading is
not part of their syllabus, but they experiencebpeons with new learners coming from
other schools, who struggle to read. Hence the Bation Phase educators conducted a
workshop on teaching reading. Senior Primary teashare now trying out these

methods with learners who are struggling.

The outcomes from the interviews revealed that AdPnienary had shaped the professional
development programme through formal and inforngpke$ of educator development (Wylie,
1997) (see Chapter Three 3.2.1.2.). This includedf snembers’ presentation of a topic,
professional speakers addressing the staff, anthéinevery opportunity is used for professional

development, to improve the institution” (was sidbg Jane in the interview).

| proceeded with the focus group interview with #ducators, on the questions: “Are you
continuously empowered through professional develd and if so what methods of

professional development are used?” This was ane: Vi
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Professional development in the school occurs thinogontinuous learning. Through
professional development we learn from our peaple fwithin, rather than getting them
from outside the organization. We try to adopt wihiatlearn and improve ways of doing
things. We learn from others through workshops,kimgy in teams and networking with

educators from other schools.
Developing this idea further, another educatorésmwd were as follows:

Other methods of professional development inclutdssmom visits and lesson
observations by SMT members. These can also beasegpportunities for professional
growth. At least once a term, SMT members obsedueators teaching a lesson,
observing the classroom environment and superviséagner records and learners’
exercise books. This is followed with a discussiod a written report, comprising of

positive comments and suggestions for improvement.

Another participant indicated that professional ealegment was not just for educators. She

elaborated:

Parents are also invited to our school developnvemrtkshops if the topics are relevant

to them, especially when we have guest speakers.
A further contribution was:

| think we need to invite more guest speakers threms us. It is always good to hear a
different voice and these professional people gettlto the issues of the problem.

In agreement with the last two educators, anothdrgipant had this to say:

| had issues of coping with ADD children. | was dieng frustrated because these
children were not making much improvement. So w&enh a trained educational
psychologist to school to give us information onDAEBhildren and how to treat such
children. Parents were also invited to the workshéfe were allowed to ask questions
and | now have a better understanding of how t lieése children with their learning

disabilities.
The last participant in this interview had a sliglaifferent perspective. In this regard she stated

| agree that the SMT gets all of us involved in phecess of professional development.
We are invited to offer our suggestions on topgesd,opportunities to present topics and
recommend guest speakers. Our suggestions aredevedifor future planning...............
But | feel that more people should be allowed tterat external capacity building
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workshops, maybe on a rotational basis, as compé&veohly the HODs attending and

cascading the information to us.
When | probed further to ascertain why this waspifaetice, one educator responded that:

In the majority of cases, external workshops aredemted during school time and
HODs have less teaching time. Therefore their a@ece at workshops will not affect
the functionality of the school as compared to wWleeel one educators attend.

The final item for discussion on professional depetent was: “Discuss some of the
responsibilities that you have been entrusted witiich has enabled you to use your renewed

knowledge and skills to contribute to the developtte the organisation”. Harry explained:

| have pursed my studies in family guidance anaselling and this came in good stead
as | am the guidance counsellor for the school. 3ti®ol subsidises external courses
that | attend so that | can keep abreast of new\tedge.

One of the educators added:

| am passionate about “soft-ware” developments loe ¢computer. | spend endless hours
on the computer discovering different programmes.nOmerous occasions | was given
the opportunity to share my knowledge with thefs#f professional development

meetings. My skills are put to good use in the sths | frequently assist in the design of

programmes, for example the Mathematics challenge.

The data from the educators on the professionaldpmnent programme at Acme added to the
examples expressed by the SMT, which included iegrifrom others through workshops,
working in teams, networking with educators fronmest schools, classroom observation and
lesson observations by SMT members, followed witkcussions and written reports. The
willingness of the SMT and educators to contriliotprofessional development tasks was noted.
For example, participants indicated that they chiyeéessional development topics which were
mostly determined by the needs of the school. Iditeesh the school had invited external
speakers, who were professionals in specific fidloleddress the staff and parents on pertinent
issues. Members of the staff also researched pattirssues and work-shopped the staff.
Although in most cases guest speakers were oncgpetikers who were invited to the school
for a specific task, they could be used in theruas powerful links to guide the success of the
educational development at Acme.
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Complexities of the context demanded that profesdiadevelopmental actions not only
encompassed catering for the diverse professioeatis)of the educators, but also involved
parents being invited to some of the workshopghabthey too could be empowered. As such,
strategies were aimed at supporting and encouradirsgakeholders to develop what they were
able to do to their best potential. This practicswn keeping with Harris’s idea (2008), where
he asserts that if the goal is to have a suppoitmgact on the whole school development,
professional development initiatives should beduhkto issues of relevancy to the school. In this
regard, Fullan (2009) adds that, the most powddaining always occurs in the context of
where action is taken. Meeting this challenge atécnecessitated,gétting the balance
between loads of new learning, the workload andetkisting practice”(Iris). Therefore, while
participants acknowledged that professional devetyg occurred at their school, there was a
need to examine the school in action (see Chapeer§ to see how such processes and

procedures were implemented in practice.

6.3.3. The role of SMT and Educators in Building Pdanerships

The literature review and theoretical frameworkénavovided an understanding that individuals
acting alone in schools cannot change or transthemschool into becoming a self-managing
school, nor can the school succeed or survivedy tndeavour to play a lone hand (Harris,
2004; Hopkinset al, 1994). Hence it seems necessary to this studntierstand how team

work and partnerships are used for the succedseobrganization, especially when it comes to
reaching goals. | have organised the findings into parts - internal partnerships (teamwork),

and external partnerships (networking).

6.3.3.1. Teamwork within the School

When | asked Richard to what extent educators @enghe opportunity to work in teams and

to explain the main functions performed by teansylews were as follows:

Yes, working in teams or committees is highly apamal (sic) in our school. Self-
managing schools require creative, problem solhamgl collaborative work processes.

So working in teams became necessary.
| asked Richard about the activities in which teavese involved. He replied that:

Teamwork is evident in almost every activity in tlag-to-day-business of the school.

Educators are involved in teamwork in curricular darextra-curricular activities.

166



Examples of these can be found in the various cofisports, school concert, clubs and
community driven activities. Educators are givea tpportunity to operate as leaders
such as curriculum leaders, grade heads, and addesaof various committees. Team
work involves for example planning projects, pravidthe resources and evaluating the

results of the activities.

In my interview with Iris | asked her how team wavks organised in the school. She replied:

New team members are allocated to different teant® an two years, but the team
leaders change every year. A SMT member is aldabdited to each team. Twice a
week we have briefing sessions in the morning wéléteams are brought together, and
the leaders explain the progress of their team work

| enquired why SMT members were distributed tdéedént teams, to which Iris responded:

SMT members do not co-ordinate the work of the tdarhthey oversee the process.

They guide, support and provide resources if nesgdsr the team.

| then probed further to find out why team membersained the same for two years. And Iris
replied:

Some members are in certain teams for the first.timey have indicated that they need
more time to learn from mistakes and gain expesigle a particular activity. Therefore

team membership for two years was introduced.
Regarding the benefits of teamwork, Iris statedfthiewing:

With people operating in teams we get more workedionless time. There is more
brainstorming of ideas which adds to the qualityonir discussions. The team is a
platform where even the shy people feel heard. ddirathese small groups working

together, issues of trust, safety, and respectiaxeloped.

The findings reflected that teamwork played a digant role in the management of the school.
This dimension is framed by Kretzmann & McKnighB9B) in Chapter Three, where it was
stated that people in the organisation and commustibuld be appropriately used for their
strengths as a means to improve the practice. Swaw departs from traditional perceptions of
stakeholders working in isolation which could separpeoples’ abilities into oppositional
attributes instead of working towards a common g8MT members facilitated the bringing

together of the efforts of the teams to provideticwrity for the total functionality of the school.
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This is consistent with the views of Johnson & Xim(1994) who state that for organisations
to be productive, teams must be individually act¢able, yet the integration of each other’s

success and well-being must be merged and promoted.

The responses also revealed the importance of ememyber serving their team. In this regard,
the HoDs had this to say. Harry’'s view is that:

Teamwork has many advantages. Even the reservezhteds get an opportunity to
participate in activities because they feel lessmidated in smaller groups. Some
educators are very active members and they convétbpcreative ideas to overcome the
group challenges, whilst some team members talgetaim adjust and work with each
other. But we have to work around the challenges tayn to motivate team members so

that they can get on with the work.
Jane further emphasized the following:

| think everything we do in our school has a pugpbgcause it involves much thought
and planning before we put it into practice. So, yeam work is a good way of giving
everyone a chance to make decisions and to worktieg But, asking a group to work
together does not mean that they will. It has tofganised, structured and supervised,

even though members know each other.

Harry’s and Jane’s views reflected consensus orbéimefits of working in teams. Jane agreed
with Iris that team work, like any other aspectseff-management, if it is not planned deeply,
could cause additional problems such as irregylamitthe school. This is consistent with the
views of Thompson (2004) who argues that it is fdssfor teamwork, despite its many

advantages to lead to confusion, conflicts, dedag poor communication.

In the focus group interview amongst the educatbesked them about their experiences as
team members and team leaders. In this regard arieipant expressed her views on the

practice of members within a school team changmg cegular basis:

It's good that SMT changes team members everynalteryear. In this way we are able
to work in different teams with different peopleesh one has different strengths to

offer to the group.

Another participant had this to say:
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When a team works together for a longer time thae gear, we develop a bond and
there is a greater sense of team spirit. It give® @ feeling of security...... | think
teamwork can be effective, depending on the patrféome members do not offer as
much support and assistance to the team. As a tregber people have more

responsibilities. Sometimes it gets frustrating.

To fully understand teamwork | also wanted to explparticipants’ views on how leadership
operated within teams. Hence | asked, “Tell me alloel leadership of teams”. In this regard,

the first response was:

Some members are very reluctant to take on leagedtthe team. Although our school
policy is that everyone should be developed, thiefepto be members because it does
not involve coordinating the business of the te8ometimes there is tension and debate
when there are no volunteers for team leadershipeWa team leader is eventually
elected it seems that people are forced to takiisrrole. It could be that they don’t give
of their best.

Another perception was:

Generally teams are well managed. Leaders displfferdnt leadership styles. They
have a sense of responsibility and encourage sbasfrideas. There is interaction that
allows for giving and receiving. We explore idedsbate difference of opinions, but

speakers are respected.

| encouraged participants to talk more about tlaeldeship styles of the team leaders. In this

regard one participant stated:

Some teams are more productive than others beaHube leadership. Leaders need to
have adequate skills and knowledge to lead theeptoand know how to improve
performance of the team. Some leaders tend to nake of the decisions and force

educators to do certain duties, without much dismrson the matter.
Another participant came in with this response:

Others can be over appreciative, thanking you feerg little thing that is done.
Sometimes at the end of the team project, the teader gives each team member a

token or a reward of appreciation.

Then the next participant stated:
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Some leaders involve others to be “sub- leaderghinithe team, if they show expertise
in certain skills that are required of the teamidTleadership style is substantial because
it allows members to take on significant ownerstfighe work that they enjoy and are

willing to share with others.

Then there were instances, where participants abefic that although team leaders were the
driving force of the team work, performance was rioved with the presence of the SMT

member on the team. One patrticipant’'s experiendfdisnssue was:

It is good that the SMT is also part of team wdrkey do not take over the duties of the
team leader but very subtly, they evaluate the y@gof the team activity, offer support,
ensure that each team member has a duty, that gadrieving our goals, and so forth.
We do not get the feeling that we are doing thekvamd they get to sit back. When team
members notice that SMT members are not very stippaf the project, their interest

and commitment seems to waver too.
Another participant had this to say:

The principal may attend few meetings too, howbeenas an overview of what is going
on in the team, because leader has to give regi@edback to the rest of the staff, at

briefing sessions, which we have twice a week.
Then there was one patrticipant who preferred nbeta team leader. She had this to say:

| do not have good experiences with leadershigindgs | have no choice but to accept,
but | don’t really like it. | don’t have the persality, knowledge and skills for it. | think

that it should not be forced upon us.

In delving deeper into understanding the particijgaconcerns, | probed further to ask what
distressed her regarding leadership roles. Shemndspl:

A leader has to direct and coordinate the actigite®f other team members, assess the
team performance, be well organised, provide suppod encourage others to do the
work. | can support others informally, but I finddifficult to be in a formal leadership
role like a team leader and check if the work is€ld don’t like to be in control of what
others are doing. Sometimes | tend to allow teammioees to work at their pace; then it
ends up with too much work at the end of the pt@ed the work is not of a very good

standard.
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On the other hand some team members expressed dhaethey felt fortunate to be given the
opportunity to facilitate a team and that they gagthe experience. One such participant shared

her view:

| enjoy working in teams. | have good human reladidt is good that leaders change all
the time, because it gives all of us an opportutatipecome empowered. The experience
that | gained as a team leader has given me thefidmmce to take on bigger
responsibilities as a leader in other activities tbk school, which requires me to be

supportive, make judgements and direct the team.

Participants held the view that generally teamseweell managed at Acme Primary School,
where members displayed a deep sense of respaysiinitl shared ideas. Although participants
viewed team work to be equitably distributed, itswabvious that individuals in each team
differed in terms of their contribution, where thetive members took the lead in getting the
work done while some members were slow in executnggy tasks. Such perceptions support
the views of Campbell & Southworth (1993), who segjgthat team work thrives when people

work in a collegial environment, supporting andigtssy each other.

There was also an indication of poor leadership ar@hagement of the team in terms of
directing and coordinating the activities of tearembers, assessing the performance of each
team member and more so in the setting of due adtesghe team (Wheelan, 1999). This was
indicated by one participant who stated thedrhetimes it gets frustrating that some members
are slow in completing their work; as a result oth@eople have more responsibilities in
assisting them”In another example, one of the educators indicditatd‘some team leaders take
most of the decisions’lf team leaders tend to over control teamworkcah be negatively
affected. This correlates with MacGregor’'s (196i@ws, where he states that when leaders take
decisions by themselves, the information flow isvdeards, hence upward contributions are
distorted. In this regard, Markst al., (2001), argue that effective functioning of fornt@ams,
places significant emphasis on the role of thedeadthin the team. This suggests that team
leaders need to be visible, yet allow team memtbherspace to accomplish their tasks to the best
of their ability. Chapmanet al., (1996) also contends that the progress of self-gemant
could be hindered if not all participants in tharteare committed to the process. The practice of

team work is explored at greater length in the weipter (see Chapter Seven).
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6.3.3.2. Networking with External Partners

| asked participants if the school sought the supaoed guidance from external partners and if

they could explain how this occurred.
Richard had this to say:

Networking is important to the school. We receieenarkable moral support and
assistance from external sources. Sources of stippolude workshops provided by
NAPTOSA (a Union) and equipment and material sp@hgo by parents. An example
of the latter is the sponsorship for the purchakkboary books for the school library by
a parent. Thanks to neighbouring businesses we tievé&rendiest sports kits. We work

like business partners, as the German’s say “whenltand washes the other” (laughs).
| probed deeper to find out what Richard meantdne*hand washes the other”. He replied:

Networking can become a two way benefit. The scheokfits in terms of funds,
materials and general upkeep of the school. Theiserproviders benefit from the
promotion we provide for their business. We express thanks to them, in our
newsletters, issuing them with letters of apprecratand certificates from the school.
Accomplishments of the school appear in the loeadgpaper, and if external partners
are directly responsible for these achievementsy thre mentioned by name. This is

good advertising for the company.
Iris had this to say regarding the support gaimechfsome of the external partners:

We network with community workers and local orgamiss, such as SANCA, Lifeline,
the Police Force and Childline because they ardgssionals and they add value to the
quality of service we provide. They assist the schath skilled resources to deal with

specialized cases.

These responses from Richard and Iris suggestthigatschool engaged in school-business
partnerships with professionals and business lsadehe community to improve the education
experience. The school built partnerships thatditiheir unique needs, and which encompassed
a wide variety of activities such as presentatitmisstaff development, donation of goods or
services, manpower, guidance and financial ressurtbey reported on how in most cases,

networking provided a win-win situation for all iolved.

The HoDs’ perceptions on external partnerships \aer®llows: Harry stated:
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The SMT and educators work together in identifyamgas where skilled people are
needed. One of the areas we tap on is former steden

| asked them to explain hoformer studentsformed partnerships with the school. Harry

responded

The school goes back many decades. There are fatumgents who had happy days at
Acme Primary School, and many of these studentslalied workers or professionals.
They respond to our appeals for help. All we havea is ask.

| probed further to enquire what sort of help fornstudents rendered. Harry once again

responded:

They assist with coaching sports on a Saturdagnfiral assistance such as purchasing
refreshments for a parent function or sponsoringnps for the school. They provide on-

going support to the school, if we tell them whatneed.

In this regard, Jane spoke about a recent prdjettthey had been working on. This was what

she said:

We are always appealing to the community for hElp. example we now need the
skilled services of people to help us find morepsupfor our young children coming
from homes with single parents, who are workingluate in the evening. In some
occasions these young children are left unattenttbghs for supporting these children
are rolling in, but we need more concrete help fribw® community. This is a project in

progress.

Implied in Jane’s view was that the extent to whicdime stretched to work in partnership with
various stakeholders to meet the needs of its éesurrin the educators’ focus group interview,
most of the participants painted a positive pictoféhe community providing the school with

support and guidance. One perspective was that:

Schools have to work consciously at drawing in restiepartners, because some tasks
are very challenging and we do not always have |ge@t the school with the

appropriate skills and talents to undertake suckk&a Parents have many talents and
much expertise to offer the school. Many of theshdesense of belonging and want to

help. Maybe it is a matter of tapping the right pleoat the right time.

In this regard, another view was that the schoalke with external partners when problems
are detected and corrective measures need to &e. tAke participant reported that:
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External partnership is about seeking the type ep lyou need. Working with external
partners adds value to any school. | found it toelspecially beneficial when a child in
my class complained of being “sexually abused” @#rchanged). The principal
contacted professional people to attend to thisiiee matter. The principal, my HoD
and | worked together with the parents, the medteaim, child welfares, the police

officer and our school guidance counsellor, to sisgie child and the family.
Another participant stated that:

The principal has immense power and authority @xary aspect of school management
including the management of external relationships.invites people to the school. He
talks to the people in the community about how thellschool is progressing and what
the school needs. He's a good P.R. man. He knaarggtit people to contact.

Then another participant added that:

When the school identifies a need, which requites $ervices of certain service
providers, the principal encourages stakeholders stgggest names of people or
organisations that the school can contact. The neembf the staff show keen interest in

identifying people who can assist the school.

New light on this matter was thrown by the nexttipgrant who felt that the community was
less collegial in their approach when providing gup and guidance to the school without
payment. In this regard, this was what she hadyo s

Despite rich people residing in the area, their gor is not readily forthcoming all the
time. We try to invite the community, but they dbrespond if they do not get paid for
their services. The response is best when paynseptid or if the activity directly

involves their child.

Another participant had a similar response andssited:

There are a small percentage of parents who haeetithe to assist the school. But
generally people prefer payment for their servieespecially maintenance done for the
school.

A few patrticipants tended to believe that the Iqoadple were not always willing to participate
in activities for which there was no monetary gddespite this perception by a few, the group
perception appeared that in this school there wetieeable ways in which the school had been

improved, as a result of the assistance and suppditferent sources of external partners, such
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as the parents, the extended community, local @ghons, local businesses, community
workers and ex-scholars. The support provided ¢éosithool beyond the educator’'s expertise
came from professionals such as those working &8GR the Police, Lifeline and Childline.

This support illustrated some principles of selfraging, as exemplified in the theoretical
framework, for example, a sense of community balogress, team effort, cooperation, positive
attitude and above all, the purposeful tendenclyuitd a healthy learning environment for the
learners. With the focus on networking, Katiza @P@rgues that external participation in
school developmental programmes could be an emjogvexperience, because participation

and empowerment are two sides of the same coin.

Whilst the reported discussions from the intervietisplayed the benefits of working with
external partners, Kretzmann & McKnight (1993) ihapter Three, caution that schools should
not be too aggressive in networking with their lobasiness community. They explain that
schools should find an appropriate balance to heldped from within, in solving their own
school problems. Building from within implies, filg drawing on the existing knowledge and
skills of the people at the school (Eloff & EberapR001), and then adding on the expertise and

support from the outside.

6.3.4. Perceptions on Spirituality in Shaping a SeManaging School

Studies on self-managing schools traditionally ®on leader traits, intelligence, finance, social
behaviours, beliefs, task functions and stylestakeholders (Bush, 1995; Leithwood, Jantzi &
Steinbach, 1999). However, discussions on the thefrspirituality were introduced to gain
understanding on how spirituality and spirituarteag could promote a self-managing school.

At the outset the reader should be informed thathatbeginning of my interviews on the
question, “What is your understanding of spirittyain schools?” participants’ understanding
fostered traditional views equating spiritualitythvireligion, faith based schools and religious

convictions. For example, my conversation with ilfisstrated that:

Spiritual values are associated with faith. They dhe foundation on which certain
organisations are based.

An educator’s understanding was:
Spiritual capital refers to faith based schools s the Christian based school or the
Sathya Sai School.
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All the participants were able to talk about spaiity as necessary in developing the school, but
it did seem that it was not a familiar subject. &aV participants found it difficult to express
themselves because of the diverse and complex ngmarassociated with the term (see
theoretical framework in Chapter Three). Howeverirdy the process of the interviews
associating values of personal and cultural betiedi$ encouraged moral behaviour came forth.
Such responses were as follows.

Richard mentioned that:

It is evident from the media that there is expaggiressure on schools to produce better
results. But we will be abrogating our responsii®é as educational leaders if we

ignore the issues of spirituality. We need to plevspiritual care to those who come to
our public education system.

A self-managing school is a training ground whermbers practice service to others; it is an

instrument for the transformation of our schoolehrd expressed this as:

Spirituality has always been part and parcel of tbehooling experience for our
learners. We make space in our school for spiritudb be discussed, and particularly,
for spiritual knowledge to be taken up as partha school’s curriculum. We emphasize
connectedness, belongingness, identifications, Wweilhg, compassion, love, and

peaceful co-existence with nature and among groups.

It seems that emphasis is now on a paradigm sbiftt thinking about education as a separate
entity to thinking about learning as a lifelong gees. On addressing the issues of values
building, Iris indicated that:

Spirituality is not taught in the context of subbrg to any higher moral or religious
order. | mean we teach general human principlesttengthen the spiritual sense of self,
which is not necessarily in association with anjigieus denomination or particular
dogma.

Iris added:

The educators are attentive to and respectful efdifferent religious faiths, traditions
and cultures of others in the school. We considentalue of the spiritual and emotional

development of the learner.

During the focus group interview with Harry and dawe also engaged with the questions:

“how is spirituality practiced and in what ways daemanifest itself in the school?
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Harry suggested that:

Diverse knowledge is needed in order to developsshools and education. Education
should not be disconnected from the life of themamty of which the learners are
members. We teach our learners that schools ar@nigtabout what they take from the
organisation but what they give back too. Each ohes has some valuable contribution
to make to the school and to our country.

This suggests another possible interpretation witsality. The participant believed that school
context was influential on their integration of répiality into the life of the community and
learners. As such the school values systems, proges and cultural practices are some of the
contexts that afforded the school and the commuoptyortunities and expectations to express
tolerance, care, generosity, compassion, joy, anthgy back to the organisation. School
contexts called forth appropriate spiritual behavim the school and the community should also

contribute to the development of spirituality ire thchool practice.

And Jane said:

The individual has a responsibility to the commyaind it is through spiritual education
that the connection between the person and the cmitynis made. In this sense we
teach sacredness, respect, and compassion, thiyatail relate to others and to act

without any ulterior motives.

Jane spoke further regarding the way in which Ad¢Mienary School recognizes and drives a
programme that re-enforces knowledge, skills anidudes on a wide range of activities to

develop the spiritual assets of the school. This wiat she had to say:

It is through our curriculum that we teach kindnessl caring for ourselves and other
living beings. Our kindness must be reflected tghoour actions, words and thoughts.
Well, to put it simply, it means going out of on&/ay to help others. The majority of

people we work with go the extra mile to help agher

Spiritual assets of the school include people gdtngood faith, trust, stewardship, a drive to
serve, their sincerity, commitment, zeal, convit§pa sense of purpose and other human and
morals values. Although these characteristics are peculiar to the development of self-
managing schools, they can make a difference tohteg practices and self-management

through greater awareness of moral-values, atstaae actions. Such outcomes would relate to
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issues such as personal resilience, interperseftaianships, job satisfaction and organisational

performance.
In the educator group interview, a participant tiadto say:

We tell our learners success stories, as well asest about the failures and disasters of
others. We learn from these stories, success casgow these characters grow and

develop themselves through their own creativity mesturcefulness.

She explained:
Too many schools are violent places where learbensalise or bully each other. Such
schools are lawless and dysfunctional. Adherenamte values either provides strength

or it can hinder the development of the school.

Another participant explained her views from a picat, values-based philosophy, built around

her sense of importance of the value of interpasaationships. This is what she had to say:

| believe that before we start teaching maths, megénd writing, the children need to
develop a value based school culture. They've gdtnbw what the school stands for,
and then the learning can occur... Part of this $pality is tied up with just the value of
life. For example, | love my school and | enjoy Wha doing......What | am trying to

say is we teach children to value life. So pamfituality is the importance of life; your

life and other people’s.

It was implied in the participants’ understandirgfsspirituality, that it might have practical

application in self-managing schools. Spirituaigywoven into each person and the style or
approach taken in their behaviour displays this.es@mple, spirituality is in the performance of
daily tasks and responsibilities, implementatioredficational policy, enhancing and sustaining
school climate and culture, and the managemeng¢ashérs and personnel. This illustrates that
spiritual capital is therefore comprehensive anénsive. It can be used as a moral fibre in
schools to better equip learners and stakeholderontribute effectively to their tasks, their

relationships with each other and in daily life.rtRgpants recognised that without common
spiritual values in place the journey to qualityf-seanaging schools cannot progress. In this

regard, the next participant expressed her vievisliasvs:

As educators we have to model what good interastiook like, what good people skills
look like, what good interpersonal skills look likéhis includes a strong sense of

positivity and a love of life, which in turn is @mded to develop good people. We teach
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the difference between right and wrong behavioawy ho treat people and interact with
people, then real learning can happen after that,lmefore. Part of spirituality is tied up

with just the value of life.

For most of the participants, spirituality was kukto the value of life, a deep sense of
commitment to the children and trying to make #&edénce in their lives. The sentiments of one
participant were illustrative of this:

To me spirituality is to help others and to bringtdhe best in others ... that's why
teaching is my calling... ... hopefully my aim is tbtge children to think about other
people in this world. | go the extra mile to careoat the learners, their family and
everything about them.

Another participant explained that spirituality pedl her to think about the learners’ holistic

development. She expressed that:

As educators we need to contribute to the commaresaof the school and help our
children by directing their choices to develop sfjovalues and a strong sense of
identity. This will help them to define their ratelife. One of our school values is that

we really have to make people feel good about thles and anything they do.
In this regard, another participant responded:

| think learning to read and write is secondaryetfucators and children are troubled
they cannot give of their best. They maybe at d¢chmd they cannot do much. This
becomes a serious barrier to working or learningnd relief is offered to them, then it
could lead to deeper seated problems. In this dcti@oe is no place for condemnation
of our learners. We use every opportunity to mdielien feel worthy to succeed.

Several participants conveyed a belief that sty is connected with personal identity and
helping children to understand who they are. Thentitly aspect of spirituality could help
children to develop a sense of belonging, in teofitheir cultural identity, relationship with the
school and connectedness to the universe. One déxaofipsuch a view expressed by a

participant was as follows:

| think children should know why we are on thisdaand things like that. | suppose that

part of spirituality is being proud of oneself, wihey are and why they are here.

Another contribution was:
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It can be stated that prior to 1990 the school eystvas characterised by a uniform and
predictable curriculum policy which can be descdhbas racist. But presently at Acme
there is respect for the diversity of cultures.alhour activities we make a conscious

decision to embrace all cultures. It adds to tlelhness of our lessons or activities.

In exploring the extent to which spirituality istém-connected with what they understand about
self-managing schools, this is the perceptionfiefriext participant:

| think spirituality is so integral to the way wed and do things...and everything that

happens daily... It's not something we can sepavatesasily. It is an on-going process.

The literature review did not affirm that spirititplwould be a panacea for the challenges in
self-managing schools, but what it did indicate Wed spirituality may provide another source
for understanding the context and the ability torkvthrough the dilemmas in the school in
relational, moral, and authentic ways. Statememtt gs $piritual knowledge has be taken up
as part of the school’s curriculum; we teach gehéraman principles to strengthen the spiritual
sense of self’'suggested that the SMTs and educators’ spirituaivl@dge complemented their
professional experience and behaviour. In the sbrdéa self-managing school, participants
seem to accept that spirituality had personal antepsional relevance for quality education and
care of children. It was something that informedirtlprofessional behaviour and teaching.
Statements that bear relevance to these are|éava from these success stories and how these
characters grow and develop themselves; we use eggortunity to make them feel worthy to

succeed”.

The participants described how this particular stloontext and the different daily situations
provided opportunities for their spirituality to lecluded into their professional practice. For
example one participant stated that situationseatioat required of thentd model what good
interactions look like, what good people skills Hodke, what good interpersonal skills look
like”. It is suggested that this urges educators to beg;ashow empathy, manage stressful
situations calmly and show moral responsibilityrtRarmore, in these ways the participants
associated the positive attributes of their sclumoitext as influencing their understanding and
application of spirituality into their daily functnality. One participant’s perception was that the
school and the community should not be “disconmBci&s such, this includes the daily task of
the community to reinforce and promote the coreiesilof their school and to work collectively

to instil values of justice, peace and harmony.h&es, the participant’'s perceptions were
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informed by the school having a Vision and Missiomplace for the guidance of the behaviour
of staff, learners and parents.

Participants expressed that Acme was attentivendboraspectful of the different religious faith
and traditions; they showedespect for the diversity of culturesAcme’s school systems, their
curricular and co-curricular programmes and cultymactices, were some of the contexts
described by participants that afforded them opputies to express tolerance, empathy, care,
generosity, compassion and joy. For example, ($e®ter Five, Images 5.4; 5.5 and 5.6.) where
spirituality was filtered and fitted into signifioa events. This was particularly noticeable to
participants during tragic events in people’s liveasd that of the school community. For
example, in the case of the learner in the schdw Wwad leukaemia, and had to undergo an
operation that was beyond the affordability of gaents. In this regard, Gibbs (2006), states
that spiritual values need to be woven into thdgasional tasks of educators, ensuring that the

school climate and culture is safe, relationag-&kills based and focused on a positive vision.

6.3.5. The role of Management and Leadership in Spang a Self-managing school

The interviews based on this section addresseduhbstions: i) “What are your perceptions of
the leadership and management roles at your schipbl@w do these roles meet with the vision
and operational matters of the school?

In response, Richard felt that it was firstly neszgy, to tell me about the Vision of the school.

He stated:

We endeavour to be a leading primary school in geohproviding the best possible,
most relevant, balanced education, with equal ersighan character development and

academic achievement.
He continued

To ensure that we meet this challenge, we strivprtwvide an ideal teaching and

learning environment in terms of well-motivatedythcalibre staff and quality facilities.

| followed this up with the question: “So how isetleadership and management style aligned

with the school vision? Richard’s response waoHlgs:
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We encourage an inclusive and participative managenstyle. | do not make all the
decisions. We try to delegate work evenly acrosssthff, so that different people lead
and manage different aspects of the work. So wenarenly developing learners, but
our staff as well. The atmosphere at the schoalostense. The participation of the

educators is spontaneous. People seem to be nestit@ivork.

The willingness of the staff to work with the schaoesion was illustrated when Richard
portrayed some of the key values of the staff asch

(P)ositive attitude, task commitment, and teameprid
Perhaps the most significant factor was the humeeraction, as was further noted by Richard:

There is a culture of co-operation, respect andsgesity towards others. Ultimately we
attempt to create a stimulating environment andosupthe conditions under which the

educators and the learners are able to achievefieteaching and learning.
And in response to the same question, Iris stated:

The educators are happy that the teaching loadgsitably spread. Educators are
motivated and happy to work here. The educatorsnamg more involved in the school
functionality. They share in decision-making. Il féet there is a strong bond between

the educators and the SMT members at the school.

In the interview with the HoDs, Jane spoke aboatdis that encouraged educators to become

more involved in the school functionality. She oied that:

We have high calibre educators. We respect therd, gave them the freedom to be
innovative in their approach to their work. The mipal supports decisions and the
participation of the staff in all matters pertaigino the effective functioning of the

school.
In addition, Harry had the following to say:

The participation of educators in decision-makipgnning and organizing activities is
encouraged at the school, as different people lheg own areas of expertise. Their
active involvement in these activities has impraedefficiency of the school. All events

are regarded as opportunities for learning.
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Educators claimed that a collegial leadership aadagement style was fostered at Acme. One

perspective was:

The principal does not simply transfer his own dfsliand opinions onto the staff. He
encourages meaningful participation in decision-mgk The emphasis is not only on
academic work. Our planning involves the sharedisi@cs by the staff. By sharing
expertise, we are able to offer more to the school.

The next participant qualified this by saying:

The principal is not the sole owner of the schowison and goals. Neither does he
coerce us to support his wishes. If he did, thiy lthave a negative influence on the

collaboration and collegiality in the school.
Then another participant pointed out that:

Our principal leads by example, which demonstratasapproach that contributes to

SMT members and educators wanting to get morevadah the school.
Another participant added:

Decisions are not forced onto the staff. Thereresagemphasis on teamwork. Although
educators help to make decisions, the senior managemakes the final decisions. The
SMT listens to our complaints and queries, for gdanoverload of work, and they have

a strong sense of trust in us.
A contribution from a different participant was tha

Educators, who have specific talents, are givendpportunity to manage a portfolio
that is within their level of expertise. In this yvaducators are able to produce high

levels of performance.
And the last participant gave the following respans

Educators are encouraged to take risks rather tfear failure. We do not feel that we
are being left on our own. In this way more is lgarand ultimately improvement is

noted in the school.

A collegial management and leadership style waa ssethe foundation of the positive work
ethos of the SMT members and the educators indheot It seemed that this approach helped
to extract the best from people, dke' atmosphere at the school is not tense. Thecgaation

of the educators was spontaneous. People seemateatito work”.Educators seemed happy to

183



work at Acme and this gave them the incentive téhgoextra mile and offer inputs at the school
that were beyond the expected norm. Perhaps thghtmustify why educators played
participatory roles in the management of the schbeé implications for self-managing schools,
was that such encouragement had the potential rengthen the educators continuing
involvement in the school activities. The strontatienships between the SMT and educators
extended beyond their academic work, as was shatdRichard, €ducator attendance is good,

educators are happy to come to work, which resnltsgher motivation to give of their best”

Indeed, it was noted that the educators were giwvany opportunities to be developed at Acme
Primary. All the educator participants were in agnent that the SMT members provided
support and guidance to them to fulfil their dutié&/e encourage an inclusive and participative
management style’5suggests that it was not the sole responsibilithhefSMT members to lead
and manage that scho®art of the school vision was getting stakehold®rslved. Sergiovanni
(1991) supports this view by stating that enablotfgempowering educators is an important
aspect in establishing a collegial management.styethis end, Bailey & Adams (1990) assert
that schools that demonstrate participative lednlerstyles support educator innovation,
promote staff co-operation and initiate staff depehent programs, are bound to develop and

improve.

| asked participants questions to ascertain a daapderstanding of whether they distributed

leadership within the school by engaging diffeneebple in leadership roles. Richard said:

We all play a leadership role sometimes, dependorg the situation or the
organisational needs at that time. Each one hageige in some field and they give the
others directions about the activity. So the indiial would then lead, guide and support

the others; which means that roles of leadershgexchanged for roles in membership.
Richard then added with pride:

It may be difficult to develop a self-managing siho its fullest without developing a
shared culture of leadership. Although educatorensp most of their time in the
classroom teaching, they are valuable assets tosstiool. They have the expertise to

make decisions, lead and guide others.

Implied in Richard’s view is the assumption that had an understanding of distributed

leadership. Iris drew attention to the intellectcapital of leaders when she said:
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At our school different people lead different ait®. A person who leads often has
some skills and qualities that other members carehbiefrom.

The HoDs had similar perceptions. Harry said that:

We are all invited to become full partners in demsmaking, leading and managing
different tasks. But no final decisions are taketheout discussions with the principal or
the SMT.

This was the response from Jane:

The school has been qualified as an "effective @thmased on the strong leadership in
the school and not forgetting the principal as thiver of this ship. He allows educators
the responsibility to lead whenever the situatioises. But he does not give the leaders
total reins. From a distance, he is monitoring, gogtiing and guiding the staff to ensure

that the work is effectively done.

The SMT’s notion of sharing their role function, a®ll as providing leadership to others
illustrated their perception of leadership whereheperson feels a sense of value. This means
that leadership was not necessarily relegatedddabel one educators, but the focus was on
expertise and what each individual could offer #&hool for growth. In exploring the
understanding of the educators’ role in the leddprsf the school, this was one participant’s

response:

The SMT and educators should be the major rolegotain leading and managing the
school. Although we are given numerous opportuwite lead and manage various
activities in the school, | still tend to look up the SMT as the people who are
designated to do these tasks. It is just my wayoking at things.

The next participant begged to differ; she stated! t

In order to ensure that the school functions susfedly it is important that all SMT
members and the educators become familiar withighdership functions. In this way
we use the particular strengths of each personriogbabout changes in the school. |
think the success of a school is achieved throufjbreint people’s contributions in the

school.
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The next educator perceived leadership to be pdatiy challenging, especially when people
occupy such positions without knowing what theileréunctions entail. The comment below

illustrated this participant’s position:

Leadership is not about control. A leader is onewhows the way, shows the way and
goes the way. To be a good leader one must leab® ta good follower as well. It's a
give and take situation.

In what follows, the participant gave attentionthhe sensitive understanding of staff needs and

aspirations. In this regard the participant stated:

As colleagues we are continuously leading, motigatind encouraging each other. This
culture at our school contributes to our succesd #me quality of the service that we
provide. It encourages a sense of unity and tedéontef

| asked the participants: “In which areas are ettusanvolved in leadership”? An educator

responded as follows:

Educators chair learning area meetings, presentksbops, and network with educators
from other schools. Staff development programmesogganised by educators such as,
the workshop in isiZulu and Computer Literacy. Reare allowed to observe

colleague’s lessons for new ways of teaching ceapects of the curriculum.

The next participant brought up the issue of thecatbrs’ role in leading in-service educators
and assisting novice educators. In this regardpéngcipant had this to say:

Educators often provide in-service training to stntiteachers, colleagues and novice
teachers. | was instrumental in organising a pamegmtworkshop on a Saturday

afternoon, which a student teacher had to comg@sta community project.
Another participant added:

| think we utilise our leadership expertise inamber of ways on an ongoing basis.

From these perceptions | learnt Acme adopted numsestrategies to address the notion of
“shared or distributed leadership”. The school ltagated an enabling environment which
acknowledged and supported the contributions deiiiht educators to lead and manage in
different situations. SMT members were in contboit they worked with the educators. Perhaps
this could have contributed to fostering a sensdabnging and commitment amongst the
individuals. This is in line with Chikoko’s view2Q08, p. 83), where he asserts that “shared

leadership is more significant than the extentiafrgy leadership vested in one person”.
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Similarly, Nkomo & Kriek (2004), state that goodhtiers draw from the staff talen&s leadership

in schools is about using the reservoirleddership capabilities and potentiaistheir people.
Such good leaders identify other potential leadé¢ran early age and create opportunities for
these future leaders to grow and prove themseloestantly. They mentor them, stretch them,
provide feedback on performance and give them g@ordypnity to grow quickly. Organizations
with such good leaders have a depth and breadéradérship capacity to perform effectively,
irrespectively of who is at the helm. In particutbey are able to identify the challenges ahead
and ensure that the right leadership competenceegrawn in time to meet those challenges.
This suggests that multiple strong leaders who begkilled in one or more areas are required
for an effective self-managing school. It appeaet distributed leadership, which draws from
the strengths of multiple leaders, cowdate an ideal environment for collaborative peabl

solving in addition to decision-making, which iseneant in the South African context.

A participant’s negative experience of her leadgrsble, had led me to ask the question:
“Should leadership duties be distributed to peegh® do not have the capacity to lead?” Some
participants had indicated that they lacked comiogeand leadership skills to lead and guide
others, yet they were coerced into leading in @ of “empowerment”. Such participation in
a leadership role may not necessarily translate fuit engagement. For example, participants
indicated that they werkess motivated to leathe activity; when they chaired meetings, their
“own thoughts” were seldom heard because they kygteapressed the views of the SMT

member, whom they consult with, prior to the megtim essence is most desirable for a

school leader to get commitment from staff thatbdem the achievement of great things. Certain
situations might call for particular skills that wid allow inexperienced leaders to gain self-

confidence and self-reliance.

6.4. Conclusion: An Overall Picture of the Sub-thermas

This chapter discussed various perceptions thaBM& and educators used to describe a self-
managing school. Participants’ perceptions of thather question: What isa self-managing
school”, enumerated for the development of a self-managinogod. These included
participation by parents and educators in decisiaking increased new ways of doing things at
Acme. The SMT was described as adopting a stanepmfeciating what others had to offer.

However, overall control and co-ordination were mtained by the SMT members. The
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interconnectedness amongst the educators illudtthte importance of support and working in
teams in the school. These had positive implicatifam collectively shaping a school as self-

managing.

With regard to finance, participants indicated isglg that finance was the most important factor
in the promotion of a self-managing school. Thegssted that due to the case-study school’s
healthy financial position they were able to pravid good learning environment. Such

perceptions illustrated their surface understandintpe concept of a self-managing school. For
instance the culture of wellness, and the friergtlyironment created by the people working

there could not be compensated with finance. Thesated the energy, altruism and the

essential qualities that facilitate improvementha school.

Discussions over professional development in ti@aicrevealed tangible evidence of ongoing
experiences of professional development. The positivas justified on the basis that

professional development was both internally anérexally sourced, in an attempt to counteract
some of the barriers that self-managing schools.féibese perceptions implied that while the
staff members participated in school activitiesgythalso reached out to external partners,
creating conducive structural and social climamsdommunity members to take part in the

schooling processes.

The fourth sub-theme addressed the participantepéions of the spiritual culture of the
school, such as values of life, a deep sense ofretinent to the children and trying to make a
difference in their lives. The school made a camsxidecision to make these aspects of
spirituality their mission and vision for the schoBarticipants’ understandings of spirituality
seemed to encourage good inter-relations. Consdgubardly any incidence of violence was
reported in the school. A blending of spiritualitythe intellectual, financial and social capital,
created a fertile ground at Acme. This could endbée stakeholders to construct and enact

processes that would have positive implicationsf@ping the school as self-managing.

In the fifth sub-theme | considered the role ofdefghip and management (more especially
distributed leadership) in meeting the school go@lse data captured essential hallmarks of
leadership and management in a self-managing scfavoéxample participative management.

The belief was that, given the structural and daeiations within Acme, stakeholders were able
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to perform their duties beyond the limits of prexceived rigid boundaries. This might mitigate
any negative consequences of current dominant pwos of leadership that stakeholders

suffered in the context, which could be presentdidiinot feature in the study.

| observed intellectual, social, financial and gpal capitals emerging to create the data of this
study. Such capitals were perceived as profoundlyedtial to the development of self-

managing, in the sense that it was used to allevahallenges and dilemmas that the SMT and
educators faced in trying to improve and develap gbhool. With this extent of the necessary

capitals, Acme Primary school should now be weltlenroad to being a self-managing school.

This chapter illustrated how the participants’ ex@nces and understandings of a self-managing
school informed their ways of engaging with issaeself-management in a real life schooling

context. Practices are presented in Chapter Seven.
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CHAPTER SEVEN

EVIDENCE OF ACME SCHOOL IN PRACTICE

7.1. Introduction

This is the third and last chapter on the findigshis study. Chapter Five centred on the
transect walk and Chapter Six examined the paatitg verbal conceptualizations. The SMT'’s
and educators’ experiences and meanings of a seliging school largely informed how they
actively engaged with issues of self-managemenheair school. As such, the purpose of this
chapter is to extend the discussion on the praatideme. Practice refers to what people do “to
matters that are open to observation by the relsedr¢Miller & Goodnow, 1993, p.6). As |

indicated in the methodology chapter (Chapter Fthe)bulk of the information for this chapter
derived from observation and the transect walkjoalgh | have also drawn from document

analysis and to a lesser extent on interviewshepresentation of this chapter.

This section presents the road map of the chapthich aims to illuminate how Acme
represented action central to ongoing self-managragtices. | begin this chapter by explaining
how this school used its Vision and Mission statetmi® address education goals through
various school activities and settings. Next, Isidar the areas of the school, such as curriculum
& co-curricular activities, sporting activities,utls and community work; where | hope to unveil
and discuss how the SMT and educators engaged isgtles of self-management, such as
knowledge production and knowledge utilization. de@ship and management enveloped
various realms of school’s functionality, and algoancluded in the discussion. Although each
practice is presented separately for the purposksgyistics, it is assumed that one aspect is not
disconnected from the other. All practices repnesige whole action that is central to shaping a

self-managing school.

7.2. Examining Acme’s Vision and Mission Package

Vision is the core of a self-managing school. Whbitethe transect walk | saw enlarged copies of
the school vision and mission statement postecaabws points around the school (see Table

5.1). The high priority that Acme Primary had giventheir school vision is aligned with the

190



view expressed by Sergiovanni (2001), where he emrghat vision is the core category
underpinning the development of a school. When ¢ wa the transect walk | reported on the
school vision only on what | saw explicitly in donantation form. In Chapter Five (see Section
5.2.2.) I indicated that this issue had providexpangboard for discussion and would be given
attention in this chapter, because | want to dsduswv the vision was reflected in the actions
and behaviour of stakeholders that characterisetaetice of the school. Hence, this section
attempts to illustrate what | believe were soméhef creative and meaningful ways that Acme
Primary School engaged with the tenets of the d&hodision and Mission statement.

Moreover, it showed the link between the abstradttae concrete (their performance).

A common set of values is important for every s¢hoaemind stakeholders of where they are
going, as well as to unite stakeholders in thefiores to achieve the school goals (Sergiovanni,
2001). Failing which, different people with diffetteand conflicting interests and values could
be pulling forces in different directions and chaosld prevail in the school. The school Vision
stated: to strive to be the best in everything that we dd say”, which might be the mantra at
Acme Primary School. The school vision was trantediin a variety of ways. Some examples
for discussion in this chapter, of the collectivaiaties that the staff, parents and learners had
been engaged with included: a beach clean-up; $plasters, parent functions such as the Open
Day, painting of a mural on the school walls antlecting five cent coins for “Save the Crane”
project. Newsletters promoted the vision to theepts and community enforcing the message

that parents were welcome in the school. Tableig.dn example of the invitation to Open Day.

Table 7.1: Invitation to Open Day

OPEN EVENING
THURSDAY 14 March 18:00 to 19:00

We invite all interested parents to attend an mfation evening. Find out why ou
current parents say:
“We chose Acme Primary School because of its acadezoord, variety of
activities, discipline and small classes.”

Every day is Open Day at Acme Primary School.

For a guided tour, contact Mrs X on XXX XXXXXXX

For a guided walkabout, collect a visitor's camhfr Reception and see for yourself
why

Acme Primary is the school of choice.
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Staff members voiced concerns over the possibdityvisitations affecting their teaching
practice. As a consequence visitation times wemgctstred (see Table 7.1). To this end, the
school had budgeted time, by respecting the needrfoenvironment that was engaging and
stimulating for the learners and educators, as a®lbpening its door to the community. The
motto of “striving to be the best in everything that we dd aay”, was evident in the Open Day
programme. During the course of the Open Day progra | observed values of care,
understanding, and praise for the staff and teank;wehich could have contributed to effective
work performance at this school (Morrill, 1970).cRard commented on thisit ‘reminds me
every day that, working together is our goal; whes beat up all the ideas and come up with a

plan together”.

My observation during the transect walk and durihg data collection phase in the school,
suggested the preparedness of the school to padiotindaries of the existing practice to instil
and strengthen in learners and parents greatereaess of the school Vision and Mission
statement. To highlight this point, | use as anngXa the school assembly, to show how the
school vision was considered. It appeared thatstieol had established a structure for the

assemble routine that was conscious, deliberat@aaasult of continuous reflective practice.

| observed that a school song was sung every nprairthe school assembly, as opposed to

reciting a school prayer. | questioned Richardros. tHis response was:

We feel that songs and rhythms are at the heacoofmunication with children. They
find it appealing and tend to remember the wordseneasily. They really enjoy it. While
a prayer is said at certain functions, the songlddoe sung at any period of the day.
Perhaps it is a constant reminder of what we stanmgand for us not to stray from our

course. Singing the song increases our sense aérswip of the school.

Table 7.2: Acme’s School Song.

Nestling in close to the sea
Is our school, so proud are we
Innovators we strive to be

Acme Primary you set us free.
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Free to learn and be our best
We aim high, that is our quest
Acquire knowledge, skills, and succegs

We are not content with anything leg

2

A rainbow nation, a lovely hue
Building friendships that are new
The future is ours rings out so true
Acme Primary is here for you.

Take from life what you receive

[¢)

Use it wisely and then perceiv

Together we can all achieve

17

The future is ours so we believe.
Acme Primary, our goals are high
We will conquer and touch the sky
The future is ours if we but try

And the dream will never die.

The message of the song enforced the key goateadhool vision to provide a balanced
education, with equal emphasis on character desetapand academic achievement. For
example the statement: “be proud of who you areficeives ideas of taking pride in moving in
the direction of personal improvement. Consequdhif/could lead to the SMT and educators
taking steps in broadening ideas and strategi¢sribat the collective needs of the school. One
way to achieve this was through setting up an enwrentally friendly school by understanding
that different people influence the culture of sithool, and this included the school personnel
themselves who represent different ethnic backgisumnhis diversity added richness to the
school. The diversity of our rainbow nati®nwhich involves ‘building friendships(see Table
7.2 words from the song) and negotiating sociati@hships with all learners and adults within
the school is of particular significance in the Boéfrican context which is inclusive of the

different racial groups attending one school. Timpleasis onbuilding friendship%is widely
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perceived as more necessary in this country thathier countries, given the South African
legacy of Apartheid and racial segregation.

The words in the songAtme Primary is here for ydtend to create a sense of belonging and
address concerns of sharing and the provision mhoonity spirit and support to manage
challenges. In this way, in symbolic form, the salgbng was a representation of what the
school stood for. This was further endorsed byntlnsic educator who stated thaby“singing

the Acme song every day at assembly or in theipldgf “you have it in your head and it was a
constant reminder of where the school was headiige significance of the school song was
more likely to lead towards continuous team butddamd togetherness in living the school
Vision.

Another aspect of the school vision which was hgified in the school song was academic
achievement. Acme Primary aimed to increase tlesidemic achievement levels. Words from
the school song such dstrive”, “learn’, “be our best’, “innovators”, “aim high”, “acquire
knowledge, skills and successsuggest the need to step up action so that @emphot become

“ content with anything less'The school song was constantly driving awarenes&rd an
improved mindset ofstriving to be the best in promoting learninguggesting that a sense of
character and raising achievement should be refleict practice, by working hard and assisting
others to achieve success. The school Vision amssibh statement was therefore seen as

purpose-driven towards action, which are cruciahponents of a self-managing school.

The principal and the DP worked together on moimtppractices associated with learning. This
offered opportunities for praise and reassessmérmiractices that were not working. They
frequently reported on progress and achievementghwn turn reinforced positive behaviour
connected to the vision. Very often praise and gaitmn are given to academic and sporting
achievements. However at Acme Primary, in additmmacademic and sporting achievements,
learners of outstanding character were also aclediyeld at assembly and parent functions,
through the pledge, badges, certificates, scrisbphies, gold stars and the like. Recognition for
spiritual values may have been overlooked in thet, mhue to what some academic researchers
refer to as the prevalence of academic hegemonsatipg in certain educational institutions
(Denton, 1996).

194



Table 7.3 is an example of auality child badgé Each badge has one of the following
gualities inscribed, as indicated.

I’'m a quality child because I.....
* Give my best in all that | do
* Do things right the very first time
* Show kindness, caring, honesty and respect
» Strive to keep on improving all the time

e Care for our beautiful South Africa

A quality child badge is awarded to children (1 plass) at assembly, once a week. The class
teacher, with the learners, selected particulaeriai for the week. The award was prized by the
educator and children. The recipient of the quddagge wore the badge for a week. The
purpose of using extrinsic motivation —such asQluality Badge and other achievembatiges,
was to encourage children to strive, achieve awelan their individual learning. In an informal

chat with Bernie (an educator) about the awardingadges she expressed the view:

The aim of instilling these values in learners @& simply to please parents, peers and
educators, but to make the practice of these vadueay of life. The children know that

their practice is monitored and that we know whaggppening.

The vision was transmitted in a variety of wayst Ewample, the slogan (see chapter 5, Table
5.3, poster from display)ohe school one family’was designed to promote this ideal. The
slogan was the first thing that greeted people wihety entered the reception area. It openly
endorsed messages of unity, building confidencepleestanding together, getting along and
persistence in the organisation. It is these prastwhich could have increased the positive ethos
in the school; as indicated by one staff member veémoarked: This slogan motivates the staff
and learners to respect one anotherAnnouncements made and activities conducted at
assembly are aligned with human values that engedrabetter learner results, school

improvement and future planning — these providartnér example of such practices. Situational
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factors at the school were also connected wittomisenets. Time management, as an example,
was mentioned by Debbie who, noted that ‘a daily basis we have to “budget time, priostis

fit things in and consolidated new learning’.

It was interesting to see how Acme Primary desigmad planned school events that linked the
Vision and Mission Statement with whole school depment. For example, | observed parents
assisting at school (see Chapter 5, sections @AM®B 5.2.8) as support workers, in-class
assistance and on school trips. Such relationstopgd maximize the bridging of the home
school divide. In this way, it seemed that the dfisand Mission were part of the everyday
functional culture of the school. | found the schiglission Statement to be a “living document”
as it affirmed what the school was about and foatwhey were striving. Furthermore, | believed
that the school Vision and Mission Statement appabgly strengthened the collective view of
how the school was functioning, where the schoahtec to be in the future and how they
planned to get there. Also embedded in the schdalre were aspects of intellectual, financial,
spiritual and social capital flowing from one adpéx another, incorporated into the daily

functioning of the school.

7.3. The School Programme

In this section | have isolated examples of theostlprogramme where practices of self-
management predominated, as it is not possibléstusks every single detail of the school on a
day to day basis. However | had noted that simatsention had been given to other areas of
school functionality not covered by this sectiontlod study. Attributes selected for discussion
are: the school curriculum & co-curricular actiggj sporting activities, clubs and community

work.

7.3.1. Broad-Based Curriculum

At Acme Primary the core curriculum was no diffaremthat followed by most public schools,
where all teaching and learning takes place thrabghmedium of English, with the exception
of IsiZulu and Afrikaans being taught as first agecond additional languages respectively.
However, when | began looking at the school cuhluiey | identified some key features relevant
for discussion. In my exploration of the school dtables, for example, | found that as is the
practice at most South African Primary Schoolssalbjects taught in the Foundation Phase

(Grades 1, 2 and 3), are taught by the form edutatiine class. However at this school learners
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go to specialist educators to the respective rodasgned for activities such as Computers,
Music, Dance and Drama, and Library activities.sTWwias premised on a number of factors, as

claimed by lris:

Aesthetic subjects are considered just as impor@stMaths and Languages, and
Foundation Phase Educators did not receive spesgdlitraining in ancillary subjects.

People who have specialised education in thesesateave subject specific knowledge of
how and what to teach and of how children learne amployed by the school for

this specific purpose.

In most cases, the practice of teaching withinfigeld of specialisation could help transmit the
Vision and impact positively on the quality of edion provided. As expressed by Boyd,
Grossman, Lankford, Loeb & Wyckoff (2009), specsaleducators engage with the subject
by establishing certain attitudes that shape learmea particular way. In exploring this issue
further with Iris, she informed me thatlthough these are not core subjects, it is venyartant

as it contributes to the holistic development ef ¢hild”.

Through document analysis, reports on consecutiagegiic plans and other school documents,
it was indicated that introducing learners to spkésti educators involved a number of

initiatives that had to be undertaken by the schoobuild these subjects into the school
programme. At the same time such actions affirnmednhanagement and leadership capability
of the staff in achieving their purpose. Drawing sohool capitals and making sense of
learners’ and parents’ needs, developing and ptgntihe learning programmes, making

decisions about who to appoint, and compiling sobpolicies were some examples

of the unraveling of the many complexities of teucation scene. Documents revealed
that many meetings were held for the purpose adctiely and employing the best qualified

educators who could impact positively in the schawlthe interviews, this was illustrated by a

participant (Bernie), who had this to say:

| think we pride ourselves on having a good acadestandard. If a vacancy comes up,
then we choose from a pool of highly qualified edois. It's not a case of just filling up

the post.

This meant that there were increased financial lehgés for the school to have specialist

educators for the teaching of aesthetic subjeagpitig the views of Bisschoff & Mestry (2005)
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in mind (see Chapter Three, 3.2.2., Financial @fpia combination of material and non-
material resources, were undertaken for the pedoo® of this task. For example, since central
government has now devolved financial responsigdito the school, the complex nature of
financial issues had to be managed by the schd@.s€hool had to bear the cost of salaries for
the additional educators, the learning material @sdurces, and the learners contact time was
extended each day by half an hour. The entire go&“specialising” these subjects proved to
be time consuming and all stakeholders were inwbivedecision-making. The minutes of a
meeting provided an example of the reflection om pinactice where the following view was
expressed:it is about trying out something new, to see ikarks. This is a key feature of a
self-managing school. The strategies used by AcnmeaPy in their practice, stemmed from the
school performing outside its traditional role ftinn of simply teaching and learning (Herman
& Herman, 1994). It also highlighted the centrateteof this school’s Vision in striving for
excellence. The practice discussed above illustréte enactment of the school Vision of

creating an ideal teaching and learning environnretgrms of high calibre staff.

Whilst on the transect walk (see Chapter Five 5.21age 6) and during the course of the year |
had seen photographs of learners, and of presemgadit assembly of those who had produced
outstanding results in a number of Olympiads amtbmarking assessments, such as: Cluster
Tests and National papers. | also reported in @naPine that according to the Provincial
Department of Education statistics Acme Primaryostlis the only school in the District to be
declared as a “school of excellence” based on @i® 2ANA results. In this regard, the learners’
good results could be linked to the action stegsrtdowards their achievement and the culture
of developing and nurturing the learners. A strdagus on the possession of knowledge,
technology and professional skills (all forms akifectual capital) are important attributes here.
Such qualities are crucial in the building of af-seanaging school, where the organisation is
frequently challenged by maintaining equilibriummprovement and alterations of site

conditions.

At professional development meetings, as describélthble 7.4., opportunities were provided

to build knowledge on health matters and on pasipiarenting.
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Table 7.4: Notice to parents regarding a ProfesdiDevelopment Programme.

ACME PRIMARY SCHOOL
We would like to invite you to a talk by Sally Ceess, from Arctic Healthcare.
Date: Tuesday, 10 May 2011
Venue Acme Primary School Hall
Time: 19H00
Sally will be talking on the following topic:
“ADHD, the Good, the Bad and the Brilliant”.

Coping with children with dyspraxia, Dyslexia andtitic spectrum children.

In a lively atmosphere, | observed people ask tuest seek clarifications and make valid
contributions to the topic. Such a programme drédvesn the various capitals for its
coordination. For example, distributed leadershipsvevident when one educator took the
initiative to get the staff working together to cliss the need for the workshop @oping with
children with Dyspraxia, Dyslexia and Autistic sfpam children”. This topic was not randomly
selected. Once the merits of the topic and theeptes was finalised with the staff, the
professional development topic and name of theepttes featured on the school management
plan, long term bookings were indicated on a schyaalr plan and short term planning was
reflected on the term plans. A small committee @irfmembers had been created to plan,
organize and lead all professional developmenvisies convened in this school. | witnessed
members of this committee use their legitimate éesltip positions to delegate leadership to
people whom they saw fit for a particular role, Mhrarious non committee members who had
expertise in certain areas of interest took thddeship reins at times. Finance was also one of
the factors that contributed to the flow of everids,example refreshments and cost of reading
material handed out. Most presenters did not charfge, however a token of appreciation was
presented on behalf of the school. These obsenstaggested that structures, a business plan
and systems were in place for school functions. pitngcipal exercised guardianship over all
systems, processes and structures, which coulddrareed that all stakeholders were drawn in
the same direction, which facilitated a unified @@eh to the accomplishment of tasks and

activities.
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In order to achieve high levels of systemic funuing, various strategies were employed. |
observed supervision and management of the cuingudnd educators’ record books appearing
on a regular basis in term planning. Although suigeon of educators’ records is a normal
practice in schools, what | learnt from Jane, ttiatther developmental topics were drawn out
of these supervision exerciseBbr example a workshop was held evriting reports to parents
on learners’ progress in schdolThis professional development meeting was aineedssist
educators to improve on their report writing, whtvis had been identified as a need from the
supervision exercise. In the theoretical framew@de Chapter Three, for example: Alton-Lee,
2003), professional development and the initiatidrsystematic reforms in the school were
highlighted, which required educators to engagerafessional development so that the school’s
enormous capacity could be fully utilized. Professil development aligned with the school’s
systemic needs was clearly considered as a powarfeans of promoting educator

professionalism and growth.

The extent and the diversity of learning activitiéfered at Acme would have helped learners to
make more sense of the curriculum, as opposedetogh of only a “chalk and talk” approach.
Through my observation of activities, and analydisfficial documents, such as newsletters to
parents, timetables, minutes of meetings, schooltqgnaphs and learners’ items that were
displayed, it was evident that Acme Primary Schpla@nned the curriculum in diverse and
personalized ways. For example, learners at AcrmaaPy were extensively involved in learner
action projects, experiential learning and seltdigry through their participation in the Eco
School programme. Through this programme the schaioled to promote values in
environmental education and learning, stimulateirenmental sensitivity and awareness, and
encourage responsible environmental choices amtides which are linked to the National
Curriculum. Parent leadership was also exercisedssisting educators with cultural group
activities. The school had established creativeswthgt helped motivate learning, for example
much excitement was created in naming the Eco grdieco-Owl had been adopted as the
mascot for Acme Primary School for 2011 (when thtadvas collected). Image 7.1: is a picture
of Eco-Owl, which appeared on all school corresgmee with regard to environmental issues.

Posters concerned with environmental issues alaothe same picture.
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Image 7.1: Eco-Owl, the School Mascot.

£ 60-0Owl

| was curious to know why an owl was selected aswlascot in the context of the school. While |
chatted with a staff member about this issue, $hiened that bwls have long been associated
with wisdom and learning. They are keen-sightedsband swift to respond’As such one of the
central arguments for the Eco-Owl project was th@drtance of understanding and applying
education to everyday life situations. All learnargl educators endorsed these values verbally, in
documented form and through their actions (see ém@ag). As a result the school was buzzing
with structured activities to commemorate the Eaol-@rogramme. For example, there were
learners’ projects and written efforts on displayge charts with lovely captions were posted at
prestigious areas in the school. All of which sdras a constant reminder to everyone at school,
throughout the year, of ‘eco-wise’ behaviours, emage ‘eco-smart’ habits, identify ‘eco-
opportunities’ for participation, and prompted thembe ‘eco-friendly’ in action. Image 7.2: is an
area in the school which was allocated to the dispf the Eco-Owl projects.

Image 7.2: The Various Activities in Celebrationtioé Eco-Owl Programme

The school had also received the prestigi@esd Awardin recognition of the responsible
environmental practices implemented and sustaindtie school over the past three years. In
2011 Acme Primary school was also awardée Flag(see Image 7.3)or their outstanding

environmental initiatives. Some of the vision ideand strategies for their achievement
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included: removing alien vegetation and establghmdigenous gardens throughout the school
in order to encourage nature back to their grouriftfucators made use of the 'outdoor
classroom' learning experience by conducting erpais in various sectors of the school, and
setting up field trips and excursions to work tosgatheir goals. Numerous other activities in the
programme included a recycling routine which focls® alternative energy sources and
electricity economisation. These were some of tBevorks of opportunities for building a

learning culture and for people to engage in leayrctivities. Success in this regard, relied on
establishing and maintaining positive relationshifth outside agencies, community groups and

businesses.

Image 7.3 Acme awarded “The Flag” for OutstandingiEbonmental Initiatives.

These awards are evidence of the high degreenofifunality of programmes in the school. The
school was rewarded for excelling in their experés) in comparison to all the participating
schools. The Eco School project displayed the dshability to strategise for environmental
learning, as environmental education was succégshdorporated into all subjects, across all
grades. Steps taken by this school towards aclydfgir goals in the Eco School project, based
on systematic reviews of the staff’s collectivegmerctive on relevant issues, were articulated by
one of the participants:

We had to keep abreast of changes to the curricubwinkeep the programme exciting at

the same time.
Another participant said:

There were frequent checks by committee leadeensoire that implementation did

happen according to our plans.

Observation and overall supervision at environnleie@m meetings was recognised as having

facilitated collective knowledge production, andisétion of knowledge, skills and resources.

The significance of this practice was that it colgldd to claims that the school was progressing

towards self-management; for example, the schoeksaed their strengths and areas for
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development, they ensured support and opporturftiesontinuous growth and development,
accountability was promoted and the institutiom®rmall effectiveness was monitored. Within
the context of Acme Primary the differentiated pesgme of implementation of the curriculum,
which fully involved the learners, parents and fstafas reinforced. Together they worked
towards a vision, which translated into discussiand strategic planning. Collective
stakeholder’s inputs towards setting goals andadteps towards their achievement were noted
on the school year plan and term plan. Strateginghot only recorded future directions for the
programme, but certain tools provided evidencelengrogress made at Acme, such te “
Flag” and theGold Award This suggests that things did not happen by ahahthis school, but
deliberate attempts were fed into the school systenharness, manage and monitor the
“innovation, creativity and empowerment to genemgreater identification and commitment to
the success of the organization” (Exworthy & Hadfdr999, p.6). Such qualities are crucial in
building capacity for self-managing schools, in ttast to schools that are characterised by
bureaucratic, inflexible management, and whoseelesdub is mainly concerned with control.
Turning challenges to advantages at Acme Primagyired dynamic leadership in all sectors of

the school.

7.3.2. Co-curricular Activities
7.3.2.1. Maximizing Sports Activities

In my experience as an educator, schools thaté kaewn tended to focus on academic
progress. Yet at Acme Primary school, the sporictiyities were considered as an integral part
of the education programme offered to the childfensuch, the timetable revealed that children
in all grades, including the Grade 1, 2 and 3 leezjreceived coaching in various codes of
sports at different seasons of the year. Thesaded swimming, tennis, cricket, hockey, netball
and soccer. Many sports coaches with special skdle employed to supplement the coaching
provided by the staff of the school. This suggastareness on the part of the school leadership
of the needs and desires of the learners and teatsaPlans of action were consequently
formulated that were specific to these needs amdsvao offer a variety of codes of sports
required time for planning, design and construgtaord was also dependent on the availability
of funds. Meeting such demands and addressingecttadb required knowledge and skills to
render change in the functioning of the schoolsTdrew on the four forms of capital, for
example social capital where contributions froneinal and external people required their
working together. Debbie explained the importanica positive mind set being displayed by
stakeholders, where she saiBtdying positive is important as it carries youaingh’ (spiritual
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capital). This example demonstrated how elemenéaoih capital were best informed by the
other and how together they produced a cleareregiion of an activity that was self-managed

by the school.

The employment of sports coaches affirmed my ass&ssthat Acme Primary possessed the
necessary ability and finance to be able to implerttes improvement. It was noted that the
school adopted superior entrepreneurial skillsrdeoto raise the finance required for the
project. It appeared that the school had been niag#geir finances well, with the advantage of
dynamic leadership present in all sectors of budgeT his in turn led to a positive influence
throughout the school, which enabled stakeholaepaish the boundaries of existing practice, to
improve and manage changes. Some examples thstatied this include salaries for extra
educators, equipment for sports and transporefmlers to be able to participate in games and
activities at venues outside the school premiseth Bie principal and DP were seen as “growth
promoters” of the school; to this end Richard comtee that theyifispired educators to

initiate ideas and drive processes from the bottather than the top”This is supported by
Anderson (2000), (see Chapter Three), who comm#asa self-managing school is not only
about having the finances, but also about asstingigthe finances are put to optimal use, being
accountable for the way they are used and theicreat meaningful work relationships that

create synergy.

The Grade 1 timetable, for co-curricular activitifes the fourth term from 8 October to 23

November 2011, revealed the following (see Talbebélow):
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Table 7.5: Grade 1 Timetable for Co-curricular Aities

day | Activity Time Information Venue Kit
Cricket 13:15-14:00 Pupils may attend on Sports PE kit
c
2 ONE day only field
Swim 13:30-14:00 This activity is for selected Pool Costume,
> Squad pupils only. See attached noticg. cap and
@ s towel
Q £
= Chess . = .
= 13:15-14:00 Pupils may attend on ONE dayé Room 2 Uniform
(]
only g
Discovery 13:15-14:00 Pupils must select s Room 7 Uniform
- £
3 Club either Discovery Club -g
4 S
S @)
) Drama/Dance or Drama/Dance
2 13:15-14:00 hall PE kit
Swim 13:30-14:00 This activity is for selected Pool Costume,
>
§ Squad pupils only. cap and
3 See attached notice towel
|_

The timetable (Table 7.5) shows that cricket slkihs taught to all Foundation Phase learners in
the Integrated Sports period. Details of all atfitimes, venues and attire were clearly
communicated to learners and parents. This reiatbannd demonstrated that Acme Primary
accorded much importance to sports and co-curn@dvities; indicative that these codes of
sports were promoted and integrated into the sdimetable. Another point to be noted was
that, SMT, educators, sport coaches and parentamwgoiogether in connected ways created a
culture of collaboration that enhanced the develemnof the school. The offering of such extra
sports and activities does not happen to such meat all primary schools in South Africa.
The national allocated time for Foundation Phaskelren is four and a half hours per day, with
stipulated times for subjects such as Mathemadtmsguage and Life Skills. Normally skills in
sports are taught by the class teacher, durin@Htiysical Education lessons, which is allocated

two hours per week.

| was keen to find out more from Iris, about how #xtra time had been organised for the

provision of the extra activities. She explained:
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Due to the decision by parents and staff to inclsplerts on the timetable, the school day
was extended by one hour each day for sports asithetsc subjects.

This illustrates where the school has been proadtivdealing with daily challenges, going
beyond the minimum time expectations in order toie@e more, and accommodate the vastly
diverse needs of the school. This was a shift ftbe control, and bureaucratic procedures,
exercised by the Education Department. Acme Prireagrted a powerful force in maintaining
a sense of direction. This could be characterigedtékeholders as using their knowledge and
skills to put plans into action, with committed peowho are willing to go to extreme lengths to
fulfil their responsibilities. In view of regular eetings and discussions on issues, everybody in
the organisation had an understanding of the osg#inhal goals and policies and what was
expected from each individual. Deliberate actiomsentaken where the individual contributions
of every employee, and the things that they didueststhat the organisation moved towards its
goals. From data such as these, it seemed thatdffepossessed a clear picture of where the

organisation was going.

Another example of sports that highlights the duadif professional behaviour vested in this
school is that learners frequently compete at RistiProvincial and National events, with
outstanding results. This was confirmed in an in&v with Iris:
Children are selected to compete in local, provaheind national events. This is where
we give the talented children the opportunitiepé&sform at the highest level. Parents

support their children; they are very keen to atté¢inese tournaments.

All learners who played well in District, Provintiand National teams were given praise and
recognition at assembly, in the school newsletter @ctures of them were posted on the sports
notice board. Image 7.4: is an example of a picturehe sport notice board, which displays a
picture of four of the seven girls in the netbaain, who had been selected to represent the
school at local district level. They received goiédals and the floating trophy for winning the

tournament at the end of the season.

Image 7.4: Girls Selected to Represent the Scluodliétball.
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Acme Primary had extended their learners in a tyagkactivities, where they featured well at
District, Provincial and National events. Thesaulessdisplayed the skills and abilities of some
of the coaches who were not educators and thecjpamits of Acme. One coach stated that
“training learners for these competitions took mtinfe and energy, and was demanding on
us’. Through stakeholders’ participation in visiom lactivities, | got a sense of the extent to
which Acme used the autonomy given to schools ffensgnage. This is in keeping with what
autonomy entails, as articulated by Hill, Smith girsks (1990), on page 23 of this thesis,
namely that instead of having decisions imposewhfaccentral body, members have the

authority to make decisions themselves.

| also found that sport was not always about coiipetat Acme. Players with outstanding
potential, who were given the opportunity to conepat District, Provincial and National level,
made up only a fraction of the learners who plaiyesports teams at the school. In addition to
learners with great potential, | found that othearhers arrived at the school grounds to
participate in sports practices. On one occasichatted with the educator (Gary) who was
coaching cricket and he explained:

Selected Grade 3 learners are invited to join threlel10 age group practices. They are
introduced to playing with a standard cricket balyear in advance, in order to develop
their potential. We have decided to offer as maayriers as possible the opportunity to

play. So there’s always an 'A' and 'B' side tadfiel each age group.

This was one example of the organisational strecatitAcme that can be described as
promoting development. Taking cognisance of Badlegt Adams (1990) and the arguments
made by Caldwell & Spinks (1988), self-managingostt should be uniquely designed to serve
the needs and growth of everyone. By allowing asynh@arners to develop and participate in
these games, Acme acknowledged the principle aghptimg participation. Although learners

were not interviewed for this study, | observed Hearners were making decisions, such as the
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selection of the captain and the rotation of posgiin the game. Involvement of learners in
some decisions could enhance in them a sensewhgdiard work to be on the team, loyalty
and school pride. Team members working togethershiaring of skills, and the development of
leadership could make learners feel importantpimrast to feelings of apathy; disillusionment,
resentful and wastage of talent (see 2.4.7). Tanikdcbe, in great measure, due to visionary
leadership with educators working together to badgacity for improvement.

Having a number of sports teams added to the coldive culture of sharing, learning from
each other and supporting those who may need soroeuegement. According to Gary
(Coach), parent support at the games had definiteleased and several team members had
been awarded 'Player of the Match' for the yeam@anity participation in all school activities
has always been a dilemma faced by schools. Irehisrd, | observed parents of Acme, getting
involved making and serving refreshments on touergndays, and managing and assisting with
the maintenance of school resources. Parent vaisitgere highly praised for what they did.
Seemingly the attempts to forge relationships wwhth parents were to promote a greater chance
of establishing a strong knowledge base and sh@sgbnsibilities aligned to the school. If
parental support is lacking in schools, it coulgufein the under utilization of the community’s
assets and skills of members in the community dienént. This could be problematic for self-
managing schools, based on the argument that datdts are spending less time on teaching,
and more time on management aspects of schoolidmadity, then this can, over time, lead to

poor learner results.

Images 7.5 and 7.6 show evidence of parental regpmnnotices which were sent to them,
encouraging attendance to the cricket matcheslpotheénake fun days for their children. The

mini-cricket games were held on a Saturday morning.

Images 7.5 and Image 7.6 Mini-cricket Games
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The data also illustrated the positive influencespbrt on parental participation in the term
practice of cricket that culminated in the greathticipated Mini Cricket festival. The highlight
of the Cricket Festival was where parents weretpgeéther in teams and they played against
their children. This serves as an example of atimeanethod that Acme used to maximize
parental support and connectedness among stakeholtelso demonstrated that deliberate
attempts were made to draw from its capital bytargaa positive learning environment for the
children, which included the co-operation and suppbthe parents. This is noted by Carvalho
& Jeria (1999) who state that, contributions frormrgmts and the community are likely to

improve the quality of educational services.

Parental enthusiasm for sport activities led tortbemmitment to advancing other initiatives in
the school. Opportunities for working in collabaoatand teamwork were woven into the day to
day functionalities of the school life. Examples gdrental assistance was noted during my
transect walk (see Chapter Five, section 5.218&1age 7.7 provides another example of a parent,
with his son, who was instrumental in securing $pensorship from Nashua to kit out all the
junior and senior rugby players for the season. igby jerseys were specially designed by a

sportswear company.
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Image 7.7: A learner with a Parent who ProcurednSpiship of the Rugby Jerseys
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Image 7.7, is one example that demonstrated tegpdhent had developed his understanding of
becoming a school partner and who had assistesttiool in seeking other external partnerships
so that the school can effectively meet their goalsupport of this, Wallis (1995) argues that
the objectives of community participation should \newed as beneficiary capacity-building,
empowerment and increasing school effectiveness. alko reflects one of the components of a
self-managing school, as empowering the local conityiand parents with a motivational

attitude so that they can become more involvetiénschool activities (Sergiovanni, 1991).

While examining the record of school sport time¢sabll discovered that rugby was never
offered at the school until 2009. Similarly the ¢itables showed that soccer skills for Grade 4 -

7 girls were introduced for the first time in 201@sked Richard about this. His response was:

In 2009 a group of boys who showed interest in yuglere given the opportunity to
learn the basic skills of the game with a qualifeedch. The boys met at a venue outside
the school for two afternoons per week and enjayetiort game of touch rugby after
their skills training. During 2010 the programme svaxtended to include full contact
rugby and games were arranged with other local stho
With regard to the girls’ soccer skills he added:

Soccer for girls has been very well supported. dat,fthe girls proved to be a very
competitive team during inter-house and inter-s¢hmatches. The girl's team faired
very well and ended up narrowly losing in the finalind in the inter-school matches.

This was a fine achievement on their part.

Iris confirmed that:
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Key stakeholders, i.e. the staff, learners, SGB #me parents were included in
discussions about codes of sports. There were deuof factors to be considered such

as management of these codes, creating the timsynm, finance and so on.

Further investigations into these two new codespaoirts offered at this school revealed that the
school had conducted a needs analysis amongstditentp and learners before they were
offered. With reference to my second critical qist“What are some of the factors that either
promote and /or hinder the development of a seltagang school”, Acme saw the need to
satisfy their ‘customers’ and, drawing from theitellectual capital, they began to think of ways
to meet these identified needs better. In so diisgemed that they slowly attempted to change
the structural arrangements of the school. For @kanhey interviewed coaches, re-budgeted
the school fees to accommodate a salary for thehesa arranged sponsorships for equipment
and organized the timetable. All Acme’s plans wseen as prioritising learners’ outcomes,

empowering stakeholders in decision-making and @mgpng the community to get involved.

With reference to my third key question: “What danlearnt from the policies and practices in
the selected school, relating to what it entailbéa self-managing school?”, | learned that some
of the factors that shape a self-managing schodude collaborative interchange from the
different views of the staff and parents, reflectan the school’s progress, networking to gain
support, and in the process stakeholders were esmpow Such practices encouraged and
facilitated change. All these factors flowed intaclke other and had relevance to the on-going
planning and organisation of the school activities.make this happen, the SMT and educators
showed positive signs of readiness to get involiredhe business of self-managing, being
innovative and effectively tailoring programmesateet needs. Parents also displayed a sense of
responsibility by involving themselves in the schadhich led to better quality programmes for
the learners. | also learned from the data thastheol did not make decisions that were static,
but things changed as the school evolved. In tlag & self-managing school does not remain

static, but evolves as changes are made on a ddgytbasis.

As this study has noted improvements to the legripractice at Acme were also related to
finance. In addition to collaborative interchangeflection, networking and empowerment,

processes involved financial management. Financarbe a motivational force that sustained
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and reinforced plans and ideas to be implemented,veas closely aligned with knowledge
production and knowledge utilization. The data gameimpression of a careful application of
the various forms of capital. For example: thergeMets of “parent chat” meetings to make
parents aware of what was happening and providipgt#orm to hear their views. Leadership
skills and knowledge emerged from these meetingssaugial relationships were ably practised.
Spirituality too was experienced in a range of waylsere through activities the spiritual views
of participants influenced how they made sense h&firt cognitive, intuitive, emotional,
behavioural, cultural and social experiences (Gr@®91; Sergiovanni, 2000). Harry, when he
stated thatissues ofvorthiness and loyalty to the team are prevaleme’hgroved an example
of spirituality in action as a personal commitmémnmtparticipate in and complete certain group
tasks that ultimately realize the interconnectesdmetween self and others.

7.2.3.2. Pursuing School Vision through Clubs

Good schools are often as much about the holigweldpment of the child as they are about
what happens in the classroom. In this sectiondsehto examine how Acme pursued their
School Vision through participation in clubs. Imdi with the views of James, Jenks & Prout
(1998), groups or clubs are usually regarded asppnopriate way of teaching children. In this
regard Richard stated that the motivation to inied “clubs” at Acme Primary School came
from the staff. He added:

Our observation of learners at school showed thabsé who aren't motivated
academically will stay in school and complete tas&sause of their involvement in club
activities. This lays credence to the cliché thatll’ work and no play too often makes
little Johnny a dropout.

Harry reported that after much deliberation amotigststaff and the parents, the school offered
a selection of clubs as part of a co-curriculargpgonme. These varied from term to term and
from Grade to Grade. The timetable reflected aamogne that included non-academic clubs for
those learners with extra-curricular interests. fdlewing clubs were offered in the fourth term
of 2011: Creative Craft, Drama and Dance, Discovelyb, Enviro-Kids, Enviro-Club, Mini-
Cricket, Needlecraft, Girls Cricket.

Image 7.8: A Grade One Club, Engaging in a CredZinadt Activity.
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Timetables (for example see Table 7.5) were dedigvith the purpose of integrating clubs into
the day-to-day operation of the school. In addittonthe timetable, discussions with club
facilitators, analysis of minutes of club meetiragsl correspondence to parents, confirmed that
club activities had been purposefully planned, niged and supervised. Looking at the record
keeping of the clubs, namely the policy of the ¢lpkeparation of work, and the samples of
activities completed by these clubs it became etideat Acme was striving towards the
purpose of providing a context for positive youtBvelopment, teaching and learning of
practical skills, practice in formal leadershipe®l shared values and commitment to team work
(for examples see images 7.4. and 7.6). There {eéseof opportunities for the promotion of
discussions among club members, and the developafeteiam spirit. During observation it
became obvious that learning took place with appatg equipment and materials that were
supplied by the school. This enabled club membeigdrn and participate in all activities as
opposed to a situation where only certain learparsicipated if they had the tools. Financial
management ensured that funding was available weromosts, such as personnel (salaries of
teacher aids), resources and other items suchasitaio an old age home. This visit had
provided a good example of stimulating decision-immgkthat encouraged valuable learner
debates on “should parents and grandparents béosantold age home”.

During professional developmental sessions | olesehow the HoDs showed appreciation for
what was working well during “club” periods, and deasuggestions to make the tasks more
interesting. They drew the attention of club edoxatto the official curriculum documents
where ideas for activities could be found. In ey continuing support, planning and creating
opportunities assisted to modify and adapt theiauum in line with the different development
needs of the child in each age groups, and leamtemest area. As such these activities had far-
reaching impact on learners, such as the sharimgramon experiences and lending each other
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support though group work. Participation in cluliihates also provided socially, as well as
intellectually, stimulating interaction for the tears.

Reflecting on the practice, the School Vision andsdibn was supported by the school
curriculum, creative co-curricular programmes apdrs programmes. Anderson (1996) noted
that schools that create and manage learning appbets for the learners, educators and other
stakeholders, helped to create higher performihgals. Creating schools in which individuals
are provided with lots obpportunities to grow and develop is a definingrahbteristic of a self-

managing school.

7.3.2.3. Teaming up in Community Work

Acme Primary School embarked on many communitygatsj such as beach clean-ups, Save
the Crane project and The CHOC (which is the aarofiyr Children's Haematology Oncology
Clinic- Cancer Foundation for children in Pretoriapages 7.9 and 7.10 illustrate examples of
children involved in the Beach Clean-Up Project.

Image 7.9.

Beach clean-ups involved collecting material fayading such as paper, cardboard, plastic and
glass. This was collected and weighed by the ‘K&epban Beautiful Association’. The
accumulated weights of the recycled material wemmded as part of a competition amongst
participating schools in the larger Durban areas Httivity reinforced the vision to improve

children’s holistic development as well as car¢hefenvironment.

The CHOC (Childhood Cancer Foundation, is a nondgdawent funded organisation which

deals with children) committee co-ordinated thejgmb and the message otdring and
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sharing were repeatedly reinforced. Processes of knovdeggoduction and knowledge
utilization were embedded in these situational extst which were purpose driven. The staff
met with the SGB to voice their ideas and concgpaggents and organisations in the community
were informed accordingly to take direct actionstgport the schooln this way the school
expanded their existing pool of knowledge. Stakeébid swapped ideas, information and
effective strategies to raise funds for CHOC. Omehsdea that emerged was to allow learners
who paid for the privilege, to wear red, white agréden civvies to school on Valentine Day. A
fun-walk was arranged for parents with a pledgeaforopen amount as an entry fee. After the
fun-walk tea and coffee was provided, however pgargmirchased snacks sold at the school
tuck-shop. A family day was arranged with many\atiéis such as clown show, face painting
and a jumping castle, just to name a few. All fuediected for this project were donated to
CHOC. The school received a certificate of apptemafor their efforts. It seemed that this was

a special way to celebratininking of others before ourselves’

Images 7.11 and 7.12 are Fund Raising Activitiemidnof the CHOC Project.

N

Image 7.11: learners serving tea and coffee. géal2: learners in casual dressv/atentine

Day.

Through this community based projects there weraynfactors that accumulatively reflected

that the school was moving towards self-managirenetits recounted were: funds collected in
support of these projects, promoting the imagehefdchool, helping the needy and networking
for support of these projects. Characteristicspofitsiality overlap with these projects because
their value system embraces humility and strengitiggeoples’ values and identity. This was
reinforced by different leaders in different sifoas, working together with a contribution of

external and internal skills. With regard to thesetives, the importance of self-managing
comes in, as Decenzo & Robbins (1993) state, theatdhad the ability to exercise control over

the learning sites which enhanced its professianminomy. Acme displayed the drive to excel,
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to strive to succeed, and the need to make otleravie in a way that they would not otherwise
have behaved.

Acme’s preparedness to push the boundaries of xiséirgy practice to improve teaching and

learning allowed learners to peep into the worldh# ill and the less privileged. Given this,

learning, engaging in co-curricular activities agnken competing on the sports field became
meaningful. Nevertheless, what | frequently obsém@s that it was not only the educators that
were motivated to take over the responsibility ofjgcts and activities, the learners too were
constantly showing positive leadership signs (akcated in Images 5.2; 5.3 and 7.11). There
was evidence of “hands on learning” by doing.

All projects were detailed strategically in the yead term plans. There were, however, times
when amendments and additions were made to sudsnileistrating that processes necessitated
flexibility and adjustment from stakeholders. | ebsed the influence of SMT members and
educators all over the school during my fieldwakggesting a display of passion for their job
as agents of a self-managing school. An additiaspkct of their layered, planned approach to
their leadership was the use of new knowledge fsources outside the school. For example,
looking at the CHOC project analytically, sound lerpentation decisions and practices
displayed a notable combination of management aadelrship skills, both structurally and

behaviourally, as well as efficiency in serviceidedly. Good management and leadership skills
were seen as important elements to transform theosinto a self-managing school. The issue
of finance came in repeatedly in most of the dagdyg activities of the school; which

highlighted that financial forces revolve arounth@als functionality. Here, the school had the
finance to put their plans into action; in addititm) in-built systems of capital, for example

collective knowledge and infrastructures of supmaete used.

7.3.2.4. Drawing the Curtains of the School Concert

| was privileged to be invited to the 2011 Acmenfary School Concert. The primary purpose
for holding this concert was entertainment. HowgMeam using it in my discussion, for

purposes of showing how the school planned, preand presented this function.
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Firstly a concert meeting was scheduled on the gkar and term plan. The concert committee
comprised four educators, one HoD, five seniorrlees and five parents (three of which were
not SGB members). The minutes of the meeting reftet: ‘Lisha(an educatorjvas nominated
as the leader of the concert committee, based ptehding capacity, characteristics, and skills
She willingly accepted this positionLisha explained to me th&arners and parents were
brought in to work with this committee because thegnted different perspectives from
different sources to infiltrate decision-making wdiverse ideas. Through their engagement in
activities such as strategic planning, it openlywamdted and transmitted messages of
empowerment anddgether we can make it bettefhe minutes of the staff meeting, regarding
discussions on the concert, serve to reinforcectardy aspects of working togethei:find that
this work$ and another said, ‘will do that’. These contributions are products of collaboratio

The distribution of work showed that functions wanm left in the hands of a few.

This affirmed the earlier claim made this studye(sghapter Two), that it will investigate

stakeholder’s ability to work collaboratively in\ddoping the school towards self-managing.
Thus, in connection with what entails a self-manggschool, | found that through Acme’s

organisation skills, demonstrated by functions swuashthe school concert, the power of
partnerships among key internal and external staklels were recognized. In this regard the
contributions of Little (1993) are significant, wistated that involving the staff in decision
making processes would make them feel party tattieity. The concert was an indication of
the staff and other stakeholders taking respoiisibdor their school. It also implied that the

educator’s responsibilities extend beyond their @lassrooms to include the responsibility for
the functionality of the whole school (Coleman &a2005).

The minutes of the concert committee reflected ghahning and progress of the concert was
monitored, without interference in the normal cculum programme. It was noted that amongst
other, discussions took place onhofv to fit in daily times of training with the curulum
demands, roles and responsibilities associated fiidnce, marketing and stage decoiThis
revealed the important facet of planning evidentha work of this school committee. The
committee, overseen by the SMT, ensured that tvere systems, procedures and structures in
place that exerted a powerful guiding force in rtaiming a sense of direction for the concert. It
guided people on what to do, where to go and desialders’ official roles and responsibilities.
It was also noted in the minutes that educatoredastr help, as noted by one educatorfetl

like I'm not doing justice to the Indian aspecttbé dance fusion, but the IsiZulu part of it is
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going welf. Statements such as these meant “extra workotbers, but it affirmed dominant
values of the school as a family where people dauited to the well-being of others. Featured in
the minutes were comments such adow can we improve things that are not working so
well?” “Our job is not easy, but thank you to eveng for the progress made thus far. Everyone
is trying to give off their best"Such reinforcement, ongoing support and regulaec#thn on
the practice meant new adjustments were made atiggaThese positive procedures reflect the
working of an effective self-managing school.

Lisha stated that much thought was put into thecsiein of items for the concert. She reported
that “each grade had selected a theme and items wergnéeson the theme. An audition panel
was selected to ensure that the items were oftaioestandard, this meant supervising progress
and providing weekly updates of latest developnienibe principal too, was observed on
several occasions, supporting and encouraging &mlgcand learners (an in example see 5.2.6.).
A flow of information encouraged a professional kvpractice. My observation on the concert
itself was that all items had merit; some werestidias they show-cased the learners talent and
fostered an appreciation for music, encouraged gomnusicians, and created a connection
between cultures and races where music was viexiherienced. Image 7.13 is one example of
such talent, where a young learner played a haummoi@a musical instrument). Other items had
historical significance, and some could be perakias influencing moral conscience and
lifestyle in tangible ways; for example, image 7shbws the two characters that played the role
of Hansel and Gretel, a Fairy Tale with a moral.

Image 7.13: learner playing a harmonium. Image 7.14: learners playing Hansel and Gretel.

The items at the concert displayed diversity, batstained inter-group connectedness.
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Different methods were used to advertise the canteaw placards, posters at the local shops,
adverts in the local paper and parents invitedr tegiended family members to the concert.
Initially the concert was scheduled to run oveeéhdays, but due to the large number of people
who were turned away because the hall was fillechfmacity, the programme was extended to a
fourth day. | observed parents visiting the schdwling the period of the concert, to enquire
about certain issues, costumes and so forth. Waasegreat enthusiasm associated with children
learning their parts, educators putting the functiogether and parents trying to sell tickets and
get the costumes readytilizing outside expertise in, for example, thénging of the tickets and
the making of posters, eased the workload of timenaittee. These factors demonstrated how the
committee co-ordinated the concert, with the streagport of the staff, which kept the school
linked to the vision in meaningful and focused waka ethos of self-determination and self-
management portrays the way things were done aieAasithe planning and implementation of

the concert proceeded.

Numerous examples of collaboration amongst thé wtfe observed during my observations at
the school. However, by using the school conceanasxample, | also wanted to draw particular
attention to the staff unity and collegiality thevailed at this school, during the period of the
concert. This issue can be spotlighted by reflgotin the finale item of the concert, which was
an item produced by the staff members.

Images 7.15 and 7.16 are items by staff members.

Educators performing in this last item looked camhi@dorned in wigs and ribbons, heavy
make-up as they danced to a rock 'n roll style asim. Looking around the hall | could see that
this item was thoroughly enjoyed by everyone. Alé teducator participants described how
positive and rewarding this experience had beepictieg a sense of social bonding. Core
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values embracing, for example, participation, cotmmant and social cohesion of educators,
were paramount in building the school’s unity andld sustain inter-group connectedness. The
healthy work environment reflected expansion otonotes and maximised delivery. The strong
team spirit of cohesiveness and collaboration pin@tailed amongst the staff during the concert

shapes practices that build capacity for self-martpgchools.

| considered the issue of the school concert asnaeof linking the school’s curriculum, and
co-curricular activities to the school goals. Tlkeieators wanted to promote learning by making
it fun. The concert further provided an opportunigynform parents and the local community of
what was happening in the school and to market Aémmary as an attractive place that
encouraged learningly observations of people putting this programmgetber illustrated a
lengthy and advanced training programme. The coraiseo provided examples of how those
involved balanced the teaching programme and tealldrship of situations with regard to the
production. Connecting this section to Chapter Tivés noted that Dalin (2005) asserted that
self-managing is not only about good teaching. déa pointed to the following issues outlined
in the literature review (see Chapter Two): effeetieamwork that created a synergy, a
willingness to perform duty, remaining true to &ion, making maximum use of autonomy,
practicing a distributed leadership style, as \asltollaboration and partnership from within and
outside the school organization. It was clear talhtinvolved made a contribution which
provided a fertile ground within which the praciosere enhanced. Hence, the school concert
could be considered as an important arena for imgdgelf-managing activities with teaching

and learning.

Working within the framework of distributed leadeifs (see Chapter Three) the principal
seemed to behave outside of stereotypic percepbidlesdership. Although he was immersed in
the processes of daily leadership, he allowed rdiffe leaders to take charge of different
activities of the concert. In a sense, he exercgetdianship over all systems, processes and
structures, and ensured the link between all thectsires and activities of the school. This
illustrated a healthy school culture, which opeopdpace for all stakeholders to participate and
become empowered. This was the practice despite g@rticipants’ perception of leadership
being reserved for the position of the principatl dhe SMT (see Chapter Six). This also fore
grounded Chikoko’s assertion (2011) that no schwasl improve in the absence of a good
leader; a claim which reiterates that strong lestdpris critical for the development and

improvement of schools. What emerged from my olsemns of the organisation of the school
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concert was that consistency, systematic coherandepractice of almost any activity in the
school is achieved by a strong leader and colleguroduction. These observations further
aligned with the statement made by The DepartmiriEducation, (1996, p.27), which declares
that the move towards self- managing schools shbeld'seen as an activity in which all

members of the educational organization engage”.

7.4. Conclusion

This chapter presented a descriptive analysis atiscassion of Acme Primary in practice. Thus
the key questions for this chapter wekghere and how self-management occurred in this
school. Most cases of self-management were foundmanate from attempts ofriytime,
anywheré learning that encouraged what was best for the@aicand its stakeholders to promote
the School Vision. It was no surprise thereforat tthe vision was enhanced by collaborative
decision making, debate, the monitoring of qual#ggcountability and an ethos of a working
community. The vision was embedded in the schotili@) which generated connectedness
amongst stakeholders to work towards a common getpo

In making sense of what shapes a self-managingo§dhconsidered for example, activities and
incidents of the school curriculum, extra & co-ocutar activities such as sporting activities,
clubs and community work. Through these topicsraeotedness to vision was accounted for in
the day-to-day functioning of the school, with daamt values of self-management hallmarked
(as explored in the literature review and theoattitamework). For example, incidents of
knowledge production and utilization appear to hahanced learning and achievement,
empowered stakeholders and encouraged communitplvement. Opportunities and
encouragement to get more involved in school afamade stakeholders advocates of
collaborative practices. This was illustrated, éx@ample, when the team leader of the concert
actively sought the opinion of all educators in stoucting items for the programme. The
chapter captured shared involvement in task acashpénts, which included openness to new

ideas and as expressed by RichanagKing learning fun and vibrant”

The role of leadership and management enhancedvd#neus realms of the school's
functionality. Power structures tended to be masaziontal in practice and less hierarchical.
Members of the SMT, the educators, support staff parents worked together for the

betterment of the school and its stakeholders. filtsthe potential to encourage sharing of roles

221



and responsibilities, where everybody became iradhalthough people were held accountable
for their delegated duties. This was one of thesmaymotivate stakeholders to engage in the
school activities. So the tendency at Acme Prinfarythose involved to help without being

asked, and having an expectation that support woeilalvailable should the need arise, ordained
a culture of collaboration at this school. In Cleptwo, see page 28, Conley & Bacharach
(1990), advocate a more participatory approach &ghembers get more involved in organising
activities to suit their individual and group nee@sich a culture formed part of the social and
spiritual glue that bound people together, and tvtiad the potential to promote democratic

ways of working within the management structurethefschool.
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CHAPTER 8

MAKING MEANING OF THE STUDY

8.1. Introduction

The journey undertaken for this study has explavidt it entails to be a self-managing school
in the South African context. In this chapter, éls¢éo make meaning of the research journey |
undertook. | now stand back from the close analygabe three data chapters (Five, Six and
Seven), and take stock of the study as a wholeginbwith an overview of each of the stages of
the study. | will then draw from the data to deyel response to the three critical questions
posed in Chapter One. From there | attempt to madaning of the study drawing from all the
constituencies of this work and hopefully commutecay thesis. A journey of this magnitude
cannot be without “potholes”, hence, | also pres@ytlimitations thereof. And in conclusion, |
end this journey with a few final words about mydst at Acme Primary with regard to what

entails a self managing school.

8.2. Looking Down the Road Travelled: Overview oflie Study
Figure 8.1 represents all the stages, in ordeheofesearch process | followed.

Figure 8.1: Flowchart of the Research Journey

Identify
the
research
problen

Literature Plan &
design the
empirical
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discuss
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findinas

Theoretical Execute
the design
to collect

the dati

Review Framework

Taking stock of the study as a whole

In Chapter One | reported that South Africa’s higtof apartheid has made it difficult for the
majority of schools to earnestly take the self-ngamg route. | contended that South Africa’s

decision, as contained in the SASA (1996), forsahools to move towards becoming self-
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managing is commendable, as the move is in keepitlyg current international educational
trends and is ideal for developing educational tsmhg to existing challenges. But | also
indicated that even after over a decade of freedmny schools still seemingly appear to be
struggling to understand and be party to the bgsing self-managing (Thurlow, Bush &
Coleman, 2003; TIMSS, 1999). Hence, while thereexi@mples of path-finding schools which
are coming to grips with the notion of being a $efinaging school, it is of concern that the
majority seem to still operate behind the tradiiowalls. Subsequently such schools have

contributed to shaping the state of educationigmabuntry as being extremely low.

Informed by Caldwell (2008) and Bird (1990), | aegluthat too often the layperson naively
accepts the physical and material well-being oflesl as indicators of a self-managing school.
| indicated that in South Africa this understandisgoften reached on the basis of finances
available to a school, with Section 21 schools ipgsas the typical example. But based on a
protracted review of literature on the principlesaoself-managing school, and by drawing
attention to South African education practicesavénargued that the notion of a “self-managing
school” is much richer and that understanding loison requires deeper investigation. | thus set
out on this journey to gain new insights in thajamel. The research was guided by these three

key questions:

1. How do the level one educators and school mand§d3) understand and experience the

notion of a “self-managing school” in the Southién context?
2. What are some of the factors that promote the deweént of a self-managing school?

3. What can be learnt from the policies and practioethe selected school, with regard to

“what it entails to be a self-managing school?”

In Chapter Two | forayed into the sea of relatadréiture on what is already known about
developing a self-managing school. This procesbledahe identification of the hallmarks of a
self-managing school which provided me with insggimto what an ideal self-managing school
should look like. | reported that the notion oflfsmanaging’ is informed by the broad reform
agenda of thelecentralization of educatiowhere the focus is on fundamentally altering the
political and educational landscape. Decentrabirais used as the vehicle to graduathnsfer
power, responsibilities and resourcé®m central government to local structures sush a
schools (Caldwell, 1988). This idea positions sthas places where local people are given the
authority and responsibilityo make their own decisions and resdlveir own problems, within
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a centrally determined framework of direction anghmort (Department of Education, 2000).
Hence the implications are that local people carolmempoweredo voice their concerns and
take direct action to achieve their ends. The trienthe development of self-managing schools
strongly favours a morparticipatory style of manageme(erto, 2003; Bray, 1999). In this
regard, Fullan’s (1993) work reported in Townseh€96) lays the base for arguing that top-
down decision-making alone does not work anymabe jtfchallenges widespread and broad-
based involvement in decisions and diversity witlhie school. The implications of having less
hierarchical structures for self-managing schasl¢hat it would increaseeam-building diverse
groups working together, and a range of expertisélaurish (Newton & Tarrant, 1992). In
essence this approach tends to undermine inequalég organisation, because if the powerful
dominate and deny others their voice and theirtrighspeak, this may hinder development
towards self-managing. Then moving onto anotherceph of marketing,borrowed from the
corporate world, certain policy trends such as tdagbf parents, competition, educator
competence and raising standards of achievememt mentified as important features of self-
managing. These and other hallmarks relate t@abfle¢y of the SMT, educators and other staff
members within each school to use their autonomydzountable, and develop knowledge and
skills to bring about improvement and developmemeréin. In this regardprofessional
developmenemerged in the literature as most relevant for-m@haging schools because it
shapes staff member's competencies, skills andrexmpes (Guskey, 2000; Speck & Knipe
2005; Golding & Gray 2006). Hence using the literatreview as a base, | sought to examine

how Acme Primary School was progressing as a satfaging school.

In Chapter Three | couched the study within a twonged theoretical framework namely:
“capital theory” and “distributed leadership thebryhe theory of capital is made up of four
forms: intellectual, financial, social and spiritufihe underlying idea aihtellectual capitalis
that schools should be establishing, searchingusi networks of skills and knowledge to
improve their practice. This resonates with theuargnt advanced throughout this report, that
self-managing schools are about on-going knowlepigeluction and utilization thereof, in
response to challenges and developments in theolschoom afinancial perspective the
essential requirements of funds, materials and tmmemagement were explored. Deeply
implicated is the importance of finance to the tiomality of a self-managing school. However,
literature clearly shows that schools that aredadyfinancial stead may not necessarily be more
effective as self-managing schools and vice ver$e implication drawn from this is that

efficient leadership and management of funds, rneseand time remains an important issue in
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the quest for successful self-managing schools.sbb&@l capitalsub-framework advocates that
everyone has something to offer the school, henogkimg as individuals, collectively as
partners and team members in a systematic appsteiid all be considered. The concept of
Spiritual capitalrefers to the need for schools to move towardaditheir beliefs, moral values,
attitudes and actions. It emerged that spirituadiyn be integrated and fitted into a range of
school activities and leadership styles; contrilmtio a school’s resilience to the challenges of
self-managing. Each of these individual sub-theorad capital added to the collective

understanding of what it entails to become a selfivaging school.

The second frame focused on Distributed Leader§hgory. Research explicitly showed that
the role of the school principal, as the leadethefschool, is crucial to holding the pieces of the
organization together (Harris & Muijs, 2005). Dibtrted leadership does not lessen the role of
the principal, but promotes multiple leaders inoaganization. This is considered as a desirable
form of educational leadership that is required $elf-managing schools (Hudson & Parish,
1994). In the past the principal was the one ceépe&eson as leader of the school, however, in

self-managing schools leadership is shared amengisiup of people working closely together.

Linking the theoretical framework with a charact@a of a self-managing school, | for example
drew attention to the premise that the SMT as agleéducators are expert educators who spend
much time in the classroom, however, they shoultigigate in leadership roles and decision
making (Harris & Lambert, 2003). Literature furthgrowed that distributed leadership is not
reserved for those in designated positions. Itagseacross the entire organisation with people
sharing and working together in collegial and dxeatvays (Grant, 2006).

In Chapter four | explained the research designmaethodology. Through the lens of a
gualitative approach, | adopted a single case stiedign. The data was captured through a
blend of four data collection instruments: the sect walk, observation, semi-structured
interviews and document analysis. Through the geinsalk | provided initial insight into the
profile of Acme Primary, which contributed to aneoall understanding of the school context.
This experience was important as it outlined th@adscenery under which data tbis study
was produced and constructed. Semi-structuredvietes were conducted with ten selected
participants who comprised of the SMT and level edecators. The SMT and educators were

directly involved in shaping the selected schoulaals becoming a self-managing school, in
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terms of participating in decision making, devefgpiand leading and managing the school.
Furthermore, the focus group interviews awakenethdat awareness and encouraged vibrant
discussions on a variety of issues related tofens@haging school. Using the observation
approach in this study | was able to obtain onganfigrmation of the context and the
behavioural patterns of the participants in cersdtimations. This method provided opportunities
that contributed to the collective understandinghef practices at Acme Primary School.
Document analysis enabled me to unveil the disesuasd practices of what happened in the
past and a “behind the scenes” look at what waslns¢rvable or what | might not have asked

in the interviews.

Data is presented in three consecutive chapterapt€rs Five, Six and Seven). In Chapter Five |
presented and discussed data from the transect Waikk provided some overall understanding
of Acme school. A full understanding of the reskastte was significant to this study, as an
understanding of a self-managing school is situatettivity and embedded in context (Smylie,
1995). Thus building on the data and insights ftbmtransect walk, in Chapter Six | presented
and examined data from the in-depth semi-structiumegtviews with the SMT and level one
educators regarding their understanding of, arsalfiaging school. The data was presented and
discussed through the mother question: “What islfansanaging school?” The data was further
divided into five themes and sub-themes, relatedht theoretical framework. Figure 8.2
captures the themes and sub-themes that formeohthe of the findings and discussion of this

chapter.
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Figure 8.2: Themes- Conceptualizing a Self-Mang§nhool
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SUB-THEMES

'

1.Professional 1. The role of 1. Team Work 1.Human Values| 1. The role of
development | finance - management and
2. External 2. Spiritual leadership
(Money, i Culture
materials & Time| Partnerships
Management)

In the third and final data chapter (Chapter Sewesmg all four data collection instruments, |
presented and discussed the dynamics of Acme Bri®ahnool in practice. This was done
through a discussion of themes and sub-themesHggeee 8.2) that emerged from a detailed
examination of the findings. Firstly data on Acmeision and mission was examined. Secondly
through the school programme such as the curricukpurting activities, other co-curricular
activities and community work; issues of knowledged skills, finance, meaningful
relationships, spiritual development and distriduteadership emerged. This symbolized the
way things were done in this school. For example,dchool’s invitational approach to parents
and the team spirit of the staff contributed to #uhievement of the vision and shaping the
school culture and the practice. This suggestetl dhself-managing school is the result of
connectedness. The connectedness of activitids el meaningful relationships at this school
were enhanced through knowledge production and lauge utilization, and at times finance
was necessary to achieve goals. The school pracassesystems were also achieved through
the connectedness involving the internal and thereal stakeholders working together and this

involved the effective leadership and managemettietchool.
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8.3. Crystallizing the Findings

In this section | scrutinise the findings with thien of unearthing what it entails to be a self-
managing school. In doing so | developed a resptm#ige three critical questions of the study.
The first question, sought to determine how theetimanagers (SMT) and level one educators
understand and experience the notion of a “selfageny school”. It emerged that the school
principal had the deepest sense of what a self-gnagaschool entails. Overall, attributes
inherent in participants’ construction of a selffraging school included that: the school vision
drove the programme, a school culture of conneetesinstakeholders’ active participation in
decision making, and professional development agdrto grow knowledge and skills. Working
in teams and with external partnerships displapedsthool’s ability to recognize that there was
a need to access resources from within and outs&lschool, while moving in the direction of
self-managing. Division of labour reduced workloadsd in the process Acme Primary
School’s staff looked for ways of supporting andisting one another. This was reflected by a
comment by Bernie,there is a very strong bond between the staff. [Gis very challenging.
We support each other a lotThe culture of collaboration, learning and profesalism was
prevalent in this school. There were many oppotiemifor taking leadership and management
roles on the part of educators, but the principadle as leading the process of self-managing
was clearly visible. Regular communication brougtdkeholders “on board” and provided
opportunities for them to air their views. Thesdrilaites, understandings and practices
highlighted that a self-managing school is one atdbd in setting, which suggested that issues
that influence participants’ thinking and experienavere context dependent. This means that a

self-managing school is unique to its setting.

The second question concerned some of the fadtatspromote the development of a self-
managing school. It emerged that internal schaotors such as the importance of a vision,
cannot be overemphasized. The school's vision wathea core of all practices. It was the
blueprint that guided and directed the school missind created a bond among stakeholders to
“strive to be their best” in promoting teaching aedrning. Hence, the school’s curriculum,
extra-curricular and assessment activities seemeuhve had a unifying purpose, expressed
through the school vision and mission statementse Values, beliefs, and attitudes of the
participants were continuously driven by a belirefimprovement from within” (Barth, 1990).
This type of culture and the diverse activitieseditb the richness of this school, where support
and team building had a reciprocal influence ongteetice and development of the school as

self-managing.
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The availability of funds was a major enabling éadh the school. The two way flow of funds,
inward and outward is a real necessity for the bgreent and ongoing sustainability of a self-
managing school. In this regard, the inward flowfioince was collected from fee-paying
learners, fundraising, donations and another soafc@come for the school. Outward flow
included disbursements for property maintenandapacrunning costs, wages of all SGB paid
staff, resources and materials, purchase and depoecof capital items, leases and rentals and
staff professional development. All this requiredger management of funds, which meant that
the money and money processes were managed sbehaidget and the school’s strategic plan
were aligned. The staff, parents and community faidin efforts to develop and sustain the
school. This suggests that the schools’ visiorarfae and the contributions of the stakeholders
contributed to and created the practice of a selfiaging school.

The culture at Acme Primary rendered a major immacthe people and the related school
activities. In this regard cultural norms of targetting, achievement, monitoring progress and
accountability were taken seriously. Stakeholdersrewcontinuously motivated towards
promoting learning, raising the quality of educatithrough professional development and
taking leadership of activities in the scho®he school offered rich, relevant and effective
educational opportunities for professional develepmwhich was aimed at more knowledge,
skills and expertise to extend educators or todsel uo overcome challenges in teaching certain
subjects. The SMT and educators took advantageeobpportunities being opened up to them
to learn, which gave expression tanywhere, anytimelearning. Hence one of the factors
promoting the development of this school was thatdchool managed and maintained quality
by providing on-going, productive learning oppoitias for the staff and when appropriate, to
the community (for example see Chapter 7, Table, T®itation to parents to professional
development). This is consistent with the Report T@acher Development (2005), where
professional development is regarded as a pivetle in South African education. In this
regard Acme Primary created layered opportunitibgchv sought growth and development in
everybody as contributing towards increased knoggednprovement in teaching and learning

and ultimately towards the accomplishment of tHestgoals.

While in pursuit of attaining its educational ggafsecme Primary School was influenced by
issues of accountability, improvement and compkarMeeting such demands is now, in South
Africa, left to the school’s responsibility (SASAJhis involved complying with the country’s
statutory requirements and fitting it in with theeals of the school. This promoted a safe school
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ethos. | regularly observed Acme Primary meetingriers’ and educators’ needs, in most
instances very ably, and with the desired effélitss demonstrated skills that promoted learning
by making it fun with different learning opportues for the learners. For example, the school
identified the needs of the learners who showedngrest in playing rugby and girls who

wanted to play soccer. In view of developing thbost and meeting learners’ needs, Acme
Primary tailor made the whole administration amdatired a programme to accommodate the
learners. My exploration revealed that Acme useddwer of autonomy to discover what its
people needed and got stakeholders aligned to nagaesions and strategised for the

accomplishment of these goals.

The school as a learning organisation lends strestinat improved the mindset and empowered
the staff, parents and the community. Through preaaif a range of activities, the hallmarks of
self-managing such as working together and padinip decision-making were clearly
discernable. For example working towards a comnutivity such as the beach clean-up proved
to be a binding element that drew internal and reslestakeholders to work together. It
demonstrated the ability of the school to marksdlitand create a positive profile. It is through
activities such as these that the school increasedectedness with more stakeholders, sharing
ideas and gaining support for the school. Findings the study confirmed that much planning,
time and effort was involved in activities suchthsese, but it also contributed to creating a
positive school image where learning was the huhllo&ctivities. This raises awareness to a
positive degree of self-managing, where those wealwith the organisation were passionate

about what they were doing and continuously wottkad to achieve their goals.

There was consistency and ample evidence of plgnassessing and evaluation of the school
activities. Planning was not only done before tlveng but was on-going. Recalling some
examples, the activities based on the broad cluncusports events incorporated into the
programme and the school concert illustrated théd was the case. Once achieved, new
outcomes were planned and implemented to ensureothbarrence of ongoing cycles of

development in the school. Participants claimed thair involvement in the planning and

leading of activities enhanced in them a senseyally and school pride. This suggests that this
school provided space for the participants to g#ficiently secure to express themselves, in
contrast to feeling exposed, powerless and alidn&ach a display of more collaborative and
less hierarchical management style of planningleading tended to be infectious to all areas of

this school. This necessitates that the stakel®lderked from a position of knowledge, had the
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social, financial and spiritual capital to transldhe plans into practice. Hence, it can be noted
that a blended approach of directly relating thieost vision to the various capitals defined

Acme School.

The issue that emerged with regard to leadershipety distributed leadership, resonates with a
view expressed by Benne#t al., (2003) who suggests that leadership rests onxperise of
the person who is leading rather than their pasitioseniority. The findings suggest that school
leadership was shared with the staff based on #hertise, as compared to the traditional
practice, where leadership was reserved for maldsraone central person such as the school
principal (Gultig, Ndhlovu & Bertram, 1999). Theipeipal practised distributed leadership. He
was aware of stakeholders’ strengths and partitsparentioned that he encouraged “giving off
one’s best” in every situation. Stakeholders weneerg opportunities to lead situations or
activities, felt inspired to innovate and lead precess. These were seen as tangible benefits to
the organization in terms of increased levels affstngagement; parental involvement and
stakeholders’ involvement and leadership in commyuwide initiatives (see Chapter Seven,
Images 5.4, 5.5 and 5.6). This collective approatiringing people together by spreading
leadership has offered a new challenge to scha@tgpposed to the challenge of leadership by
one person. It lends credence to the African pitovértakes a village to raise a child’. To
achieve this, people have to work together and bekp another to overcome their fears and
concerns, and to experience the partnership of-nsatfaging as a mutually beneficial

occurrence.

8.4. Understanding Acme Primary School through theSelf-managing School Lens:

Towards my Thesis

An analysis of the findings of this study providesiew of the phenomenon of “a self-managing
school” as one that is set within a context of mpldtinfluences. The data pointéd Acme
Primary as a school that had been continuously igigpand utilizing all the various forms of its
capital. In this regard Fullan (2005, p.4), desesilsuch schools as “developing the collective
ability of the organization, such as, dispositiosi§|ls, knowledge, motivation and resources to
bring about positive changeAcme Primary progressed beyond planning, organiamdyrecord
keeping to having structures infused with actiomchsas participative decision-making and
professional development. This positioned the sklsoone moving in the right direction

towards self-management.
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As | entered this journey | reported on the powearice has, as one of the most important
means of promoting school development, which cass#fdmanaging schools in South Africa
to be understood as Section 21 schools that aaedially secure. The apparent tension on this
issue also surfaced at Acme Primary where partitgpaerbalized contributions supported the
belief that self-managing schools are swayed tosv&ection 21 schools. However, findings
from the other sources of data analysed revealkgditllere is no single factor or recipe that can
be used to build a self-managing school. It is wakfiorms of capital blend, and is drawn into
action, driven by sound leadership distributed srtihe school that self-management works.
Sound leadership, which in turn enables the maxirasenof capital, is the fundamental building

block in constructing a self-managing school.

There is no doubt that Acme School was rich in weses. School fees were well planned to
cover recurrent costs, to enable all learners toggaate in all extra-curricular activities, toya
SGB-employed educators and coaches salaries, andtamathe school, among other
responsibilities. The school successfully raiseddfu to supplement schools fees through
partnerships with the community and the corporatetcs. Thus Acme School was able to
effectively draw from its financial capital to cteaan enabling environment for self-
management. However, with due respect to theabfemances in any organization in general
and a school in particular, this study has revetiatithe notion of a self-managing school is far

more complex than attaining Section 21 status.

It is important to draw attention to the intercocteelness of the various forms of capital
demonstrated at Acme Primary. To illustrate, theostimprovement plan was not an isolated
school venture. Support and assistance from exXtagencies contributed to its success. The
school drew from its social and spiritual capisich as stakeholders working in partnership,
and networking with other schools and organizatidinss permeated all realms of school space
such as in curriculum matters, sports and commumeigted work. In particular this raised the
issue of collaborative interchange that facilitatpthnning together, sharing knowledge,
collective learning and shared responsibility. Efifee systems of communication, such as the
briefing sessions in the mornings, weekly SMT megsi and staff meetings facilitated a
managed, structured approach at this school. @le¢laid had implications for practitioners in

terms of bringing people together and building cbdbwe Literature suggests that such a
collaborative organisational culture is very imamitt in pushing the boundaries of resilience,

which enables the organisation to handle any amgdleor task. This augurs well for the
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development of a self-managing school where a adedeapproach to people working in
partnerships, teamwork, networking and risk talbndds self-efficacy.

In the spiritual capital realm, | observed needsidpenet, affirmation of people as individuals,
commitment to the personal growth of learners, el & inspirational and nurturing behaviour.
Respect, pastoral care and gratitude appearedt toosifortably alongside many spiritual

perspectives of this school (Lashway, 1996). Ong wavhich Acme Primary did this was to

give high priority to establishing a core messagehsas, “striving to be the best in promoting
learning’ which was reinforced by examples of cgriior others and providing motivation

towards accomplishments. For example, when new, S68B members or parents “came on
board” the school enabled them to learn about¢hed with assistance from others. Ultimately
a collective form of capital fosters higher levefsorganisational commitment and productivity
in practice (Dantley, 2005; West-Burnham; 2003).

My position with regard to what makes a self -manggchool, is therefore one b&lance The
notion of self-managing is a multi-sided concepmited use of any one element of capital
would indeed restrict the potential for self-mamagiThe more the school draws on its capitals,
the greater the opportunities to improve its praEctiA self-managing school entails, for
example, knowledge and skills for growth and depeient, finance for resources, effective
inter-relationships and attributes of love, trustd aaring to mobilize people to deal with their
day- to- day issues. Evidence from the study hassistently revealed that a blending of
distributed leadership with these various capitélsus, all forms of capital are pathways that
shape a self-managing school in a connected anddédowvay. Hence, hand in hand, capital with
distributed leadership, form a school culture thapports the development of a self-managing

school. See Image 8.1.

Image 8.1: A Self-managing School as a Productagfit@l and Distributed Leadership

UM«CP=A<40=0
T=I0AMO>MF

FRP==T>0
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This model of CAPITAL hand in hand with DISTRIBUTEZDEADERSHIP (Image 8.1.) opens
the door to re-conceptualising the phenomenon ofeli-managing school, with further
consideration on “switching off” a mentality thdtet construction of self-managing schools is
based on finances alone. Schools that try to maoageapital at the expense of the others may
not succeed in their endeavours to self-managehdénSouth African context, categorising
schools rigidly into Section 20 or 21 may underntime school’s capabilities to perform beyond
the limits of preconceived financial boundariesthis regard, my thesis is this: the challenge for
South African schools is to have in-built mechargsat the site, aimed at developing and

drawing on all forms of capital and distributeddeeship for their practice.

8.5. Some Limitations of the Study

This study is a documented journey of my explorimgv one school was improving and

developing as a self-managing school. Any suchysitidot without limitations.

An obvious limitation of this study is that it wgsounded in one particular school. A single case
study approach lacks representativeness of therwiolgulation (Cohen, Manion & Morrison,
2001). Initially 1 planned to include more schotdsget a better representation of Section 21
schools. However, with the onset of fieldwork atnfe Primary, | realised thabonducting a
gualitative study of this magnitude in more thare @chool was overly ambitious for the time
and resources available. As a part time studertuld not afford to take long term leave from
my duties of teaching, as leave would have beemtggdawithout pay. Therefore my data
collection phase extended from February to Nover@béd. | conducted the study at a school in
the neighbouring area where | am currently emplayedi this was for approximately ten hours
per week, excluding my observation of activitiesawcted in the afternoons and weekends.
Time constraints limited the continuity of the datallection process, as my appointment
schedules did not play out according to my plansiti®r the participants or | were caught up in
unforeseen circumstances. Very often, interviews toabe rescheduled which put pressure on
the time frame | had allocated for this stage @&f tbsearch, and this created a fair amount of
anxiety for me as researcher. Furthermore, a seifaging school is a complex business in
practice, which required a reflection of intercociimgy factors and situations. Thus | limited the
scope of study to just one school as | found ibéoa reasonable approach for me to draw

meaningfully from the corpus of data and to addregsesearch questions in a focused way.
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Similarly, the decision not to include the SGB (Hohool governing body) directly in the study,
but to observe their contributions at school fumtsi and meetings, meant that the concept of a
self-managing school was limited to certain perspes only. Limiting the study to a specific
group of participants, namely the SMT and educator®ne primary school, was deemed
appropriate for both the size and scope of theysflidrough careful selection of the schabk
participants and the activities, and through ine&awng theory, literature and analysis, the study
explored many layers of a self-managing school. él@w adding another school context and the

SGB could have enriched the study.

Belatedly | came across the term “self-transfornsalgools”. Understanding the notion of a self-
transforming school would have added more valubdcstudy, as a self-managing school is not
just about managing but transforming. Managemestadmaelement of transformation. However
given the youth of South Africa as a democraticntoy many schools are grappling with self-

managing, therefore this aspect was the focus oftomyy.

| lean on the views of Bassy (1999), who claimg that all studies see generalization as an
essential outcome. At the heart of applicabilitpressed in this study are specifics to this group
of participants and this school context. Thus oaenot generalize the findings to all other
schools in Kwa-Zulu Natal; for other participantsather contexts, different attributes of self-
managing might vie for priority. However, althoutjte study was limited to one school, it did
allow me to describe the understandings and thatipeaof self-managing in this school and also
identify with relative confidence a number of fastavhich impacted on the improvement and
development of the school. | have presented a neiotd the dominant principles of a self-
managing school from which other educators camlaad that researchers may pay attention to

in any future larger-scale studies.

8.6. Calling It A Day

| set out in this study to explore what it entailde a self-managing school in the South African
context. | found this study to be an interestirayysof the journey participants in this school had
taken on their path of self-management. Capitadaeply embedded in self-managing schools,
driven by shared leadership, informed by a shaistbrv and demanding connectedness for
improvement. In practice a self-managing schoolaitmeeting diverse and numerous

individual, collective and systemic needs.
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In closing, it is clear from the findings of thiesearch that the phenomenon of a self-managing
school is not easy to define and even more comyaepractice. | left Acme Primary School
thinking about the significant events, activitieglgractices in the day-to-day life at this school.
It was a life signalling the steady growth of a 8oAfrican school, on the route towards self-
managing. Metaphorically speaking, these findingsvbat it entails to be a self-managing
school were like woven threads forming patternsetdtional connections. What became quite
evident was that the participants in this studyenx@ymmitted educators determined to persevere
and to make a success of their school. It led cregl¢éo the saying that: “excuses are after all
tools with which people with no purpose in view Idufor themselves great monuments of
nothing’. Underpinning this statement is that tlsindpn’t just happen in a school without a
vision. This study illuminated that self-managisgiot the end point, but the journey; a journey

that continues for Acme Primary School.
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DURBAN

4000
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PROIJECT TITLE: Investigating the notion of “self-managing school” in the South African context.
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process:

Any alteration/s to the approved research protocol i.e. Questionnaire/Interview Schedule, Informed
Consent Form, Title of the Project, Location of the Study, Research Approach and Methods must be
reviewed and approved through the amendment /modification prior to its implementation. In case you
have further queries, please quote the above reference number. PLEASE NOTE: Research data should be

securely stored in the school/department for a period of 5 years.

I take this opportunity of wishing you everything of the best with your study.
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Professor Steven Collings (Chait)
HUMANITIES & SOCIAL SCIENCES RESEARCH ETHICS COMMITTEE

cc. Supervisor — Prof. V Chikoko
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APPENDIX B: LETTER APPLYING FOR PERMISSION TO CONDU CT

RESEARCH AT SCHOOLS OF THE KWAZULU-NATAL DEPARTMENT
OF EDUCATION AND CULTURE, SOUTH AFRICA

15 Silvergull Drive
Lotus Park
Isipingo
4133

05 September 2010

Superintendent General

Kwa-Zulu Natal Department of Education Institutions

Dear Sir Madam

RE: PERMISSION TO CONDUCT RESEARCH IN KZNDEC SCHOSIL

My name is (Sarasvathie) Saras Pillay. At presam la PhD student in the School of Education
of the University of KwaZulu Natal. The title of mgsearch is‘What does it entail to be a

self —-managing school: evidence from one South Afan school™. My supervisor is Prof
V.Chikoko.

In fulfilment of the requirements of the said degream planning to conduct my study in one
school in the Umlazi district, in the province ofvK- Zulu Natal. However my application is for
three schools; the first one is the selected sobiostudy, the second is for the pilot study, and
the third one will be used in the event that eithree of the schools decline to participate in the
study. | hereby request your permission to carmytloig study at the following schools under the
authority of the KZNDEC (The names of the schoalgehbeen withheld to ensure anonymity).

The aim of my project is to explore how the SMT &ddicators understand a self-managing

school and the ways in which it is practiced in sbbool.
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* | would talk to the SMT and educators about issetging to self-managing at the
school. This includes holding interviews/discussiarbservations of some school
activities, attending some staff meetings, as aglleading the school documents.

* | would take account of the day to day functioryatit the school, to explore how the
school is developing as a self-managing school.

* And to identify what are the challenges that theost is experiencing and how are they

coping to overcome these challenges.

There is no possibility of discomfort or any possianger that | think would be involved in my

research. | will keep the identity of the schoall &ine participants confidential.

| look forward to your response and hope to recgoug written permission shortly, so that | can

approach the District office and school managertaluct the study at the selected schools.

Sincerely

Sarasvathie Pillay (Mrs) Supervisors details

Tel No : 031 9027080 Prof. Vitallis Chikoko

Fax :0319021477 Faculty of Education

Cell No: 082 5741 769 School of Education and Developtmen
Work :031 9023102 University of KwaZulu-Natal

Edgewood Tel. No: 031-2602639/ 0763 86/8
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APPENDIX C: PERMISSION GRANTED TO UNDERTAKE THE STU DY
AT 3 SCHOOLS OF THE KWAZULU-NATAL DEPARTMENT OF

EDUCATION AND CULTURE.

b p kzn education

Department:
Education
KWAZULU-NATAL

e
MRS SARASVATHIE PILLAY Enquiries: Sibusiso Alwar
15 SILVERGULL DRIVE
1 BELLEVUE MEWS Date: 01 June 2011
LOTUS PARK

ISIPINGO Reference:  2/4/8/11
4133

PERMISSION TO CONDUCT RESEARCH IN THE KZN DEPARTMENT OF EDUCATION INSTITUTIONS

PROPOSED RESEARCH TITLE: Investigation the notion of a “self-managing school” in
the South African context.

Your application to conduct research in the KwaZulu Natal Department of Education Institutions has
been approved. The conditions of the approval are as follows:

1. The researcher will make all the arrangements concerning the research and interviews.
2.  The researcher must ensure that Educator and learning programmes are not interrupted.
3. Interviews are not conducted during the time of writing examinations in schools.

4. Learners, educators, schools and institutions are not identifiable in any way from the resuits of
the research.

5. A copy of this letter is submitted to District Managers, Principals and Head of Institutions
where the intended research and interviews are to be conducted.

6. The period of investigation is limited to the period: From 01 June 2011 to 31 June 2012.

7. Your research and interviews will be limited to the schools you have proposed and approved
by the Superintendent General. Please note that Principals, Educators, Departmental Officials
and Leamers are under no obligation to participate or assist you in your investigation.

8. Should you wish to extend the period of your survey at the school(s) contact Mr Alwar at the
contact numbers below.

9. Upon completion of the research, a brief summary of the findings, recommendations or a full
report/dissertation/thesis must be submitted to the research office of the Department. Address
to: The Director: Resource Planning; Private Bag X9137; Pietermaritzburg; 3200

The Department of Education in KwaZulu Natal fully supports your commitment toward research and
wishes you well in your endeavours. It is hoped that you will find the above in order.

i (ax(a \ 2ol
NK4inathi SP Sishi, PhD Date '’
Hedd of Department :Education

...dedicated to service and performance
beyond the call of duty.

Private Bag X9137, Pietermaritzburg, 3200, KwaZulu-Natal, Republic of South Africa

PHYSICAL: Office G25; 188 Pietermaritz Street; Metropolitan Building; PIETERMARITZBURG 3201

TEL: Tel: +27 33 341 8610 | Fax: +27 33 341 8612 | E-mail:

/
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PAGE 2:PERMISSION GRANTED TO UNDERTAKE THE STUDY

R» kzn education
Dapartment:

A b EQUSSHRn, navar

MRS SARASVATHIE PILLAY Enquiries:  Sibusiso Alwar

15 SILVERGULL DRIVE

LOTUS PARK Date: 01 June 2011

ISIPINGO

4133 Reference:  2/4/8/11
PERMISSION TO CONDUCT RESEARCH IN THE KZN DEPARTMENT OF EDUCATIQN INSTITUTIONS

PROPOSED RESEARCH TITLE: Investigating the notion of a “self-managing school” in
the South African context.

Your application to conduct research in the KwaZulu Natal Department of Educatian Institutions has
been approved. The research and interviews will be limited to the following Schools and Institutions:

1. . Primary
2. Primary
3. 1 Primary
Regards,

'ﬁ‘\ (d‘ Ton
Date '

athi SP Sishi, PhD
of Department: Education

...ded|cated to service and performance
beyond the calt of duty.

m[itzi"lulg, 3200,

. Metropelitan Building
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APPENDIX D: E-MAIL SENT TO THE PRINCIPAL, INDICATIN G MY
INTEREST TO CONDUCT MY STUDY AT THE SCHOOL
15 Silvergull Drive
Lotus Park
Isipingo

4133

2@t@ber 2010
The principal
XXX Primary School
Private Bag XXX
Umbogintwini

Dear Sir Madam

RE: PERMISSION TO CONDUCT RESEARCH AT YOUR SCHOOL:

My name is (Sarasvathie) Saras Pillay. At presam la PhD student in the School of Education
of the University of KwaZulu Natal. The title of mgsearch is‘\What does it entail to be a

self —-managing school: evidence from one South Afan school” My supervisor is Prof
V.Chikoko.

In fulfilment of the requirements of the said degream planning to conduct my study in one
school and | have strategically chosen your schothle Umlazi district. Attached please find a
letter from the Department of Education Institui@ranting me permission to Conduct

Research at this school.

279



| humbly request your consent for my PhD reseavdbetconducted at your school. The aim of
my project is to explore how the SMT and educatmderstand a self-managing school and the

ways in which it is practiced in the school.

* | would talk to the SMT and educators about issetging to self-managing at the
school. This includes holding interviews/discussiamy observation of some school
activities, attending some staff meetings, as aglleading the school documents.

* | would take account of the day to day functioryatit the school, to explore how the
school is developing as a self-managing school.

* And I also wish to identify the challenges that iehool is experiencing and how the

school is coping to overcome these challenges.

There is no possibility of discomfort or any possidanger that | think would be involved in my
research. | will keep the identity of the schoall &dne participants confidential. And please note
that participation in this study is voluntary ahdtt participants are free to withdraw from the

study at any time and for any reason.

| look forward to your response and hope to recgoue written permission shortly.

Sincerely

Sarasvathie Pillay (Mrs) Supervisors details:

Tel No : 031 9027080 Prof. Vitallis Chikoko

Fax :0319021477 Faculty of Education

Cell No: 082 5741 769 School of Education and Developten
Work :031 9023102 University of KwaZulu-Natal

Edgewood Tel. No: 031-2602639/ 0763 B6/8
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APPENDIX E: EMAIL SENT BY THE PRINCIPAL GRANTING
PERMISSION TO CONDUCT THIS STUDY AT THE SCHOOL

Primary School

Telepheone :
Fax :
E-mail
Website: -

3 November 2010 -

TO WHOM IT MAY CONCERN

This serves to confirm that Mrs Saras Pillay has permission to conduct surveys
and collect data at . .Primary School during 2011, as part of her studies
towards a PhD in Education Management at UKZN.

it

L

B r——

. Principal

MARY SCHOOL |
PRIVATE BAG
! o
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APPENDIX F: INVITATION TO PARTICIPATE IN THIS STUDY .

15 Silvergull Drive
Lotus Park
Isipingo
4133

1 Augério

XXX Primary School
Private Bag XXX

Umbogintwi

Dear Principa{ | , Dﬂ | , Ho|:|and educatorsl:|

RE: INVITATION TO PARTICIPATE IN RESEARCH

This letter invites you to participate in my resdarMy name is (Sarasvathie) Saras Pillay. At
present | am a PhD student in the School of Edoicati the University of KwaZulu Natal. The
title of my research isWhat does it entail to be a self —-managing schooévidence from one

South African school”. My supervisor is Prof V.Chikoko.

| humbly request your consent to participate infPPmp research to be conducted in your school.
The aim of my project is to explore how the SMT addicators understand a self-managing

school and the ways in which it is practiced in sbbool.

* | would talk to the SMT and educators about isseging to self-managing at the
school. This includes holding interviews/discussiamy observation of some of the school
activities, attending some staff & committee megdimas well as reading the school

documents.

282



» Throughout the research process | will take wrifteld notes of the day to day
functionality of the school, to explore how the @chis developing as a self-managing
school.

» | also wish to identify the challenges that theasghs experiencing and how the school
is coping to overcome these challenges.

. Once the project is finalised, and the findings enadcessible to you only then the data

gathered may be disposed of.

There is no possibility of discomfort or any possidanger that | think would be involved in my
research. | will keep the identity of the schoall &dne participants confidential. And please note
that participation in this study is voluntary ahdttyou are free to withdraw from the study at

any time and for any reason.

| look forward to your response and hope to recgoug written permission shortly.

Sincerely

Sarasvathie Pillay (Mrs) Supervisors details:

Tel No : 031 9027080 Prof. Vitallis Chikoko

Fax :0319021477 Faculty of Education

Cell No: 082 5741 769 School of Education and Developtmen
Work :031 9023102 University of KwaZulu-Natal

Edgewood Tel. No: 031-2602639/ 0763 386/8
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APPENDIX G: SAMPLE OF FORM SIGNED BY PARTICIPANTS
CONSENTING TO PARTICIPATE IN THIS STUDY

Dear Participant:

| wish to thank you in advance. Please sign théadastioon below if you are willing to participate
in this study.

DECLARATION

L e e e e e e e (Full names of the
participant) hereby confirm that | understand tbetents of this document and the nature of the

research project, and | consent to participatindpéresearch project.

| understand that participating in this study isuwbary, and | am at liberty to withdraw from the

project at any time, should | so desire.

SIGNATURE OF PARTICIPANT

DATE

|, Sarasvathie Pillay, the researcher, undertakeetd all the information provided by the
participant in strict confidence and for the salegmse of this research.

Signed: ... Date: ...
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APPENDIX H: E-MAIL FROM THE PRINCIPAL GRANTING
PERMISSION FOR THE USE OF PHOTOGRAPHS IN THIS STUDY.

Primary School

Telephone : {

Fax )

E-mail e t
Website: v )

15 November 2012

TO WHOM IT MAY CONCERN

Primary School hereby grants Saras Pillay permission to have access to
and use of the school photographs, for inclusion in her PHD thesis on self-managing

schools.

/PRINCIPAL
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APPENDIX I: SEMI-STRUCTURED SCHEDULE OF QUESTIONS F OR
INTERVIEWS.

TITLE : What does it entail to be a self-managing school?

2 Individual interviews:  Principal
DP
2 Focus group interviews: 2 HoDs
6 Leveleoaducators

INTRODUCTION AND WARM UP (5 mins)

1. Thank interviewees for participation

2. Personal introduction: | introduce myself and warshinformation such as post level,
number of years of teaching experience, qualifices]j etc.

3. Explain the purpose of the interview, which isgemerate information of how the
participants understand the notion of a self-mamgagchool and how the school is self-
managing in practice on a day to day basis, irBiheth African context.

4. Stress CONFIDENTIALITY and anonymity of the schamid interviewee.

KEY DEVELOPMENT AREAS
1. What is your understanding of “a self-managing st¥o

2. Inyour opinion what are some of the important giptes of a self-managing school?

FINANCE

1. How can you explain or account for the importandefioance for the day to day
functionality of your school?

What are some of the challenges you experiencefimgincial management?

How do you contribute to formulating the school get®

Are the staff and the general public informed & tletails of the budget?

a kb 0N

Has the school been able to generate its own fuHd®?is it generated?
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INTELLECTUAL

Are you continuously empowered through professidieakelopment at the school?

Share some of your experiences on how your scheichntinuously empowered you in
your work through continuous professional developime

How often does professional development occur?

How has time been managed for professional devedapio flourish at this school?
Discuss some of the responsibilities that you H#sen entrusted which has enabled you to
use your renewed knowledge and skills to contribithe development of the
organisation.

To what extent are HoDs and educators involveaitrdbuting to decision-making in the

development needs of the school?

SOCIAL

1.

To what extent are educators given the opportuaityork in teams?

Explain the main functions performed by your teansommittees?

To what extent is collegiality implemented in ord@meet the development needs of the
school?

Are there any services rendered to the communityooy teams/ committees?

Talk to me about the external partnerships thatgkat your school.

Does the community make a contribution to the sthéwoe they willing or are they
coerced?

In what ways does the community contribute?

Briefly outline those services rendered by non-goreental organisations (NGOs).

SPIRITUAL

What is your understanding of spirituality in sctsdo

What values, characteristics, behaviours and Iseliest help to describe spirituality in this
school?

How does your spirituality help you in meeting ttevelopmental needs of the school?

In your opinion why is spirituality important in yorole as an educator in this school? In

other words if you didn’t exercise spirituality tine school what might happen?
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LEADERSHIP AND MANAGEMENT

1. How would you describe your role in the school tohaol improvements and
developments?

2. What are your perceptions of the management anigdgership roles at your school?

3. Can you describe special skills or expertise tHatators are equipped with and have they
been given the opportunity to share their expertisle all stakeholders?

4.  In your view how has this been accepted by the SMT?

CLOSURE

Do you have other suggestions or comments on whathink your school (SMT and
educators) need to do both in and outside the $am@oder to enhance the process of self-
managing?

1. Thank the participants.

2. Request permission from the participants for furttentact to clarify certain issues if
necessary.
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APPENDIX J: OBSERVATION SCHEDULE

The following school events will be observed thrioogt the research process, and notes will be
taken on how issues relating to self-managing neanif

NO AREAS OF OBSERVATION PURPOSE

1. | Contextual factors that influence the 1.Taking care of the environment
performance of a self-managing school.

2. The assistance and co-operation of
colleagues.

3. Availability of resources and facilities
4. Learner discipline.

5. Support and mentoring to educators
/learners

6. Planning for the following year
7. Is it a learning organisation?
8. Delegation of tasks

9. Are the stakeholders prepared for their

role functions?

2. Minutes of staff and other committee 1. Who is chairing these meetings?

meetings )
2. What dominates the agenda of such

meetings?

3. Is there high enthusiasm for people
getting involved and discussing matters
that affect them?

4. How are females participating at such
meetings?

5. How are decisions taken?

6. How does planning occur?

7. What are the developmental areas that

289



they focus on?

8. Do they set target dates for completion?

8. Do they monitor progress?

Professional development activities

1. Whaesypf development, support
and mentoring is given to educators?

2. Approach of person providing the
support

3. Approach of person receiving the
support.

4. How does it help the educators to
improve?

School assembly

1. Purpose of assembly
2. Nature of announcements

. Who conducts assembly

Parent participation in school activities.

Inks with outside school context
2. Utilizing outside expertise

. Encouraging parental participation

School activities / Sports

1. Team approach
2. Commitment to school vision
3.

4. Cultural activities balanced with sport
activities

5. Do the stakeholders have the necess
knowledge and skills to make informed
decisions?

Adds value to the school environment

S

ary
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APPENDIX K: DOCUMENT ANALYSIS SCHEDULE

NO DOCUMENTS PURPOSE OF ANALYSIS
1. | School vision and mission How is the school vision and mission used to
statement identify and meet the developmental needs of the
school?
2. Minutes of staff and other 1. Who is chairing these meetings?

committee meetings
2. How often do they meet?

3. Evidence of nature of issues that are discussed.
4. How are decisions taken?
5. Planning

6. What are the developmental areas that need
improvement

7. Target dates for completion

8. Monitoring progress

3. | Staff attendance registers capture educators’ attendance

4. | The school curriculum To establish how the school uses the national
schedules curriculum to suit the needs of the school

5. | The school timetable 1. What programmes are built into the timetable?

2. Evidence of how the school manages their time to
put their timetable into operation.

3. Flexible to accommodate learner needs.

4. Changing timetables to suit the circumstances

6. | School photographs Portray messages about issues of self-managing

7. | Academic and assessment 1. Evidence of the progress of the learners

records in the last five years . .
2. Areas for educators to exercise self-improvement

3. Areas that the mentor or manager provides
guidance and support.
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School policies

1. Who draws up these policies?
2. What are the criteria used to draw up policies.
3. Steps taken to meet those criteria

4. Use of internal and external expertise

School planning (year plan)

1. Who is party to the school year plan?
2. Does networking happen by chance or is it pan

the school year plan?

News letters to parents

1. Who writes the articles or messages for the
newsletters?
2. Who edits it?

3. What information is given to parents?
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