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ABSTRACT

This study explores the experiences of two womencjygals in leading suburban co-
educational high schools in Gauteng province, SdAftica. It sought to explore and
understand the experiences of two women principats their leadership roles through the
consideration of their challenges, their successelstheir leadership styles as demonstrated

in their school contexts.

Gender and leadership is an area which remainsruiadgearched in both the South African
and the national and international educational destdp fields (Faulkner, 2015; Moorosi,
2010 & 2012). Also in South Africa there is veritlé knowledge of the experiences of
women leading suburban co-educational high schimoiserly known as Model C schools
(Lumby & Heystek, 2011). This context is partialyyanteresting and important considering
the dramatic change in demography of these schajtds 1994, which impacts upon how
women principals, in particular, experience andll#&zese diverse schools and their very
diverse communities. As the schools now have bg&reous ethnic and cultural
populations, principals face many different chajlesin leadership. In a very patriarchal and
traditional culture, which typifies South Africd,was considered an important aspect of the
research to understand the experiences of womaeaifispg@ these under-researched school

contexts.

The research methodology chosen as the most ajmgieps a qualitative, interpretivist
approach which uses a case study. The two higboscim the case study were purposefully
sampled because they were led by women and theyfaener Model C schools in Gauteng,
to the west and north, which under the apartheginte served only white learners and
communities in former affluent white suburban are@ke participants in this study were the
two women principals of the two suburban schodibe research instruments chosen were a
semi structured questionnaire, loosely based orr@ah’s questionnaire from her study of
UK head teachers (2001), and follow-up probingrinieavs to gain more in depth responses
to key areas of interest. The research was untezgdi by a theoretical framework that
contends that context plays a significant roleh@ two women’s experiences and how this
might impact upon challenges to their leadershipyvasen, (Christie & Lingard, 2001).
Cubillo and Brown (2011) posited in their reseatblat context is critical to women’s

experiences of leadership, even more than is the fom male leaders.



Evidence from the data collected and analysed dremding the research questions shows
that the two women principals were negatively dfdcby entrenched patriarchal attitudes
within the communities they served. Contexts affer Model C schools played a pivotal
role in the two women’s experiences as they empldkie leadership styles they considered
as the ones that best fitted the situations impbgativerse ethnic and cultural communities.
The misconception about former Model C schoolsstis being sites of affluence and
privilege, also contributed to their challengesiegi the demographic changes that contradict
this assumption. Despite these challenges, the wwmen remained strong with the
determination to lead successfully ‘against thesb@@oleman, 2001). Family support, work
experience, qualifications, confidence and theadérship styles also contributed to their

Success.

This study recommended the need for further rebetttmough a longitudinal and wide
ranging study of women’s experiences of leadersimpd specifically on the nature of

leadership in these under-researched co-educafmmaér Model C high schools.
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Patriarchy, Glass Ceilings and Walls,



Declaration

| hereby declare that this research report is mg anaided work. It is submitted in partial
fulfillment for the degree of Master of Educationthe University of the Witwatersrand,
Johannesburg. It has not been submitted beforarfgrother degree or examination in any
other university. | have used books, journals @nedinternet as sources of information that

have been carefully referenced through the requitsiencing conventions.

Signature: Date:

Otilia Fortunate Chiramba

February 2016



Dedication

« To my late mother, Paridzirai Marufu and my lathéx, Onias Fayabo Marufu. They
valued education and would have been proud of mé because of their early
sacrifices and encouragement that | am what | aayto

« To my late father in law, Zephania Chiramba, | &gfated the fatherly love he gave

me.

May their souls rest in eternal peace



Acknowledgements

| would like to extend my sincere gratitude to tbkowing people who helped me

throughout my studies and writing of the reseaegort;

% My supervisor, Dr Caroline Faulkner for her rigosaritique, guidance, patience and
knowledge which have helped to shape this research.

+« Dr Francine De Clerq for taking and guiding me tlglo the initial stages of research

+«» All lecturers in the division of Educational Leadkeip and Policy studies in Wits
school of Education particularly Professor Felixriige for advice and
encouragement throughout.

« My husband, Felix who was always there for me faaalty and emotionally

« My two children, Rumbidzaishe and Tatenda for tleeahsupport, encouragement
and helping with the house chores. | salute yowssguy

« My two sisters Dr Elizabeth Ndofirepi and Emure Kade for their support
throughout.

«» The 2015 masters’ students in the ELPS divisiopeeslly Juliana and Ulita, my life
has been thoroughly enriched through the interastwe had throughout the study
period.

« Above all | want to give thanks to God the almigfdy seeing me through.

Vi



TABLE OF CONTENTS

S A T U PSPPSR IX
IS A0 N 1= 1 o] =S SRR IX
Glossary of Terms and AbBreVviationS...........ccooiiiiiiiiieiic e X
1. CHAPTER ONE ... i ettt e e et e e e et ea e e et e e e eaaeeeees 1
00 R [ o1 (o o 18 ox 1 o] o H TP PPPPPPPP 1
1.2  Background to the StUdy............ooiiiiiiceceem e 2
1.2.1 Policies meant to eradicate inequities and ineg@8li................ccceeeevviieeininnnns 2
1.2.2 The context of former Model C SChOOIS ..., 3
1.3 Problem Statement........ccoooi i eeeecce e ——————————————— 4
1.4 AIMS aNd ODJECHIVES ..o e e e e et e e eeneeseaeeennnns 6
1.5 RESEAICN QUESTIONS ... e e e e e e e e e e e e e et e e ettt b s es 6
1.6 RAUONAIC.... . oottt e e e e e e e e e e e e e s e e e e e e e e e e e a s 6
1.7  Conceptual fraMEWOIK ........ccoiiiiiieeeieii et e e e e e e e e e e e enaanerennnne 7
1.7.1  The SOCIAI FACIOT......cceiiiiiiie i ettt e e 8
1.7.2  The organisational faCtor ..............uuuiiiiiiiiiie e e 9
1.7.3  The individual faCtOr..........uuueiiiiiie e 9
1.8 Limitations of the StUY..........uuuuuiiiiiiii e 10
1.9 ChaPLer OVEIVIEW ....ccoiiiiiiiiiiieeeitittteeeeee ettt s e e e e e e e e e e e e e eeeeeeasenennneeeesnrnnnns 10
2. CHAPTER TWO: LITERATURE REVIEW.......cooii e 12
P25 R [ 11 {0 To [T i (o] [T PPPPPPPPPPTPPR 12
2.2 Conceptualisation of [eadership ............ccce e 12
2.3 Society and agents Of SOCIAlISALION..........uuiiiiiiiiee e 14
2.4 Gender and diSCHMINALION .......uuuuiie et e e e e enaaneeeeee 16
2.5 Women in leadership in former Model C SChoOoIS.............oooiiiiiiiiiiii 19
2.6 Policies to overcome discriminatory employment igasr...................uvvvveeeieeneennn. 19
2.7  Women's leadership StYlES.........ccooi oo ccccmeecee e 20
2.7.1 Challenges facing women in prinCipalShip ....ccccceeeeeeeeeeiiiievieiiceee e 21
3. CHAPTER THREE: RESEARCH METHODOLOGY .....ccoiitiiiiiiiiiiiieeeeeeiiiieeeee e 24
G 700 R [ 1 (0o [0 Tod 1 o] o AP UPUPPPPRRRRP 24
3.2 RESEAICN dESIGN.....cccciiiiiiieeeeee e e e e e e —————————— 24
3.2.1  Participant SAMPIING........coevuuiiuiiiiieereeeiirss e e e e e e e e e e e e e eeeereeerne———————— 26
3.3 Data collection MethodsS .........cooiiiiiiiiieeeeer e 27
3.3.1 The semi-structured qUESTIONNAINE...........cceeeeeiuriiiiiieee e e eee e e e ee e e e 21
3.3.2  Follow-up probing iNterview SESSION .........cccceiiiiiiiiiiiiiiiiie e 28.
3.4 Data collection and @nalySIS............oo e eeeeeeee e 29
3.5 Validity and reliability ... 30

Vii



3.6 Ethical CONSIAEIALIONS ....cvieiie e e eee e aaaens 31

3.7 Reflections on the process and INSIIUMENTS ccccoociiiiiiiiiiiiiiiiie e 31
4. CHAPTER FOUR: DATA PRESENTATION, ANALYSIS AND INTRRETATION 33
4.1 INETOAUCTION .ceeiiiiiiie ettt et e e e e e e e e e e e e e e s s e e e e e e e e aaeeeas 33
4.2 Background and profile of the SChOOIS......cm e, 33
4.2.1 Age, Marital status and experience with the comstext...........ccceeeeiiiiiiinninnns 34

4.3 The two women’s experiences of leadership .. veeveciiiiiiiniiiiiiiiieeennnn . 36.

4.3.1 Therole of family ... 36
4.4  Induction, training and development of women pipats..............ccooevvvvviiiiinnnnnnn. 38
4.5 Confidence and edUCALION .........c.uuuiiiimiiiiiiiiiie e 39
4.6 Professional route to becoming prinCipals ....ccceeuvvciiiiiiiii i 40
4.7 Gender discrimination in accessing prinCipalShip.........cccocovveeieeeeiiiiviveeeiiiinns 41.
4.8 Gender discrimination in performing principalship...........cccccvviiiiiiiiiciinennn. 2.4
4.9 Gender discrimination from the COMMUNILY .......ccoouiiiiiiiiiiiineeeeeeeiiie, 43.
4.10 Women’s leadership StyIES........coooiiiiiicmmemme e 45
4.11 Effects of the two women'’s leadership on their gipalship..........cccccvvviiiinnnnn. 51
4.12 Misconceptions about former Model C schools............ccccoovvvivviieiiiiicccieeen, 2.5
5. CHAPTER 5: GENERAL CONCLUSIONS AND RECOMMENDATIONS............. 55
00 R [ 1 £0 o [0 Tod 1 o] o AP PPUPPPPRRRR 55
5.2 CONCIUSIONS ...ttt ettt r e e e e e e e e e e e e eeaeaeeeeeeeeeeenneees 55
5.2.1 Conclusions for each research question .......cccccoivvriiiiiiiiiiiiieiii 6.5
5.3 Important reflections and contributions of thisg@sh ................ccoevvvviiicieennnn. 1.6
5.4  RECOMMENUALIONS ....eeiiiiiiiiiiiiiee e eeee e e e e e s 61
5.5 Summary of conclusions and recommendationNS . coovevvvvivviiiiiiiiie e, 62
APPENDICES ..ottt ettt s 41ttt e e o4 e ettt e e e e e s sttt e e e eamnne e e e e ansbneeeeeeeennnees 64
Appendix 1 — Introduction letter to principals witquest to conduct research in schools and
gain their partiCipation ..............ouvvviieeeeeeeeeeeirrs e e e e e e e e e e e e ennnneaeee 64
Appendix 2: Participant’s CONSENT [ETEEN ....ccemeeieiiiiiiiiiii e 65
Appendix 3 - Semi structured qQUESTIONNAITE...........uuuiuuueiiiiiiiee e e eeeeeeeeeeeeeeeeeeeeeeeaees 66
Appendix 4 — Gauteng Department of Education Apalretter ...............ovvvviiiiiiiinnnnnn. 61
Appendix 5 — EthiCS ClEAraNCe.........ooo i e 69
RETEIEINCES. ...ttt e e e e e e bbb e e e 70

viii



List of Figures

Figure 1 — Conceptual framework, (Christie & Lingard, 2001)............cuvvviiiiiiiieeeeeennnennn. 8

List of Tables

Table 1 — Demographics Of SChOQLS............uuuueiiiiiiiiie e 34
Table 2—Biographical information of participants ...........cccccevviieiiiiiiccccee e, 35
Table 3—Summary of principals’ EXPEeriE€NCES.........cuuvuvuiiiiiiiiee e eeeee e 53



Glossary of Terms and Abbreviations

DoE: Department of Education

SGB: School Governing Board

UK: United Kingdom

ACE: Advanced Certificate in Education
BA: Bachelor of Arts

HOD: Head of Department

SMT: School Management Team

GDE: Gauteng Department of Education



1. CHAPTER ONE

1.1 Introduction

This research seeks to explore experiences of wopmgipals leading suburban co-
educational high schools in Gauteng. The issweanfien as leaders in general and education
leadership in particular has become an issue @rest and prominence in the last two
decades as demonstrated in the international titergBlackmore, 1999; Coleman, 2001 &
2002; Grogan & Shakeshaft, 2011; Hall, 1996; Uwamnah2011). In the South African
context the need for women in leadership has becpangcularly relevant in the post-
apartheid era following the formulation and impleration of a national constitution which
sought to eliminate gender inequality in South édn society (Lumby, et al., 2010; Mahlase,
1997; Moorosi, 2010).

Focussing on gender and leadership in general, sammeen have taken up the fight against
discrimination, ensuring that their voices will beard in top leadership positions (Faulkner,
2015; Lumby, 2015; Moorosi, 2010; Smulyan, 2000; ddvahoro, 2011). Cubillo and

Brown (2003 p. 280) contend that “while it is trtrat more women than ever before are
slowly chiselling through the glass barrier to take leadership positions, one can hardly
claim to hear the glass ceiling shattering arousd uThe metaphor ‘chiselling through’

shows how it is difficult for women to gain entranto top leadership positions. Although,
women gaining entrance into leadership and eduwatiteadership seems to be a slow
process, women are now more aware of their rigptsshing through the glass ceiling and

pushing aside glass walls to become leaders” (bii’8).

The findings of research studies, nationally artérimationally, have shown that there are
many challenges, which continue to impact upon wonre accessing and performing
principalship (Blackmore, 1999 & 2013; Coleman, 20CGubillo & Brown, 2003; Faulkner,
2015; Grogan & Shakeshaft, 2011; Lumby, et al.,2@mulyan, 2000). It is clear from
research studies in South Africa (Moorosi, 2007 @@, Mia, 2014) and internationally
(Blackmore, 2013; Bush, 2014), that women remaidewmepresented in leadership in

general and educational leadership in particuldhere are many reasons established in

1



research studies for women being reluctant to tgkkeadership positions (Coleman, 2001 &
2002), and it is clearly shown that those women Wwaee achieved principalship, have done
So “against the odds” (ibid 2001 p. 1).

It was established that gender imbalance in edutatieadership has its roots in a variety of
factors (Moorosi, 2010, Lumby et al., 2010). Inggronal literature shows that men are still
preferred for leadership positions and that matsfes the level of appointment (Coleman,
2005; Blackmore et al., 2006). In the South Afnicantext, socialisation and culture which
are patriarchal in nature contribute negatively viomen experiences in educational
leadership (Faulkner, 2015; Lumby et al., 2010; késg 2010).

1.2 Background to the study

Discrimination involves treating someone unfavolydiecause of the person’s gender, age,
disability or race. Gender discriminatory practicewvolve unequal opportunities of
employment, preference of one sex over the othgolmpromotion and unequal treatment of
sexes based on traditional stereotypes betweers saxall walks of life. The issue of
discrimination facing women in Africa is similar tdher continents with the exception of the
specific South African cultural contexts determgimow discrimination happens (Moorosi,
2010).

Patriarchy is evident in the cultural and tradibbeliefs, which still exist in South Africa,

and this impacts significantly upon the way womanleadership are viewed (Faulkner,
2015). In South Africa, prior to democracy in 199d4cial and gender inequality was
entrenched under the apartheid regime. Act (No. @f7)1953 perpetuated the unequal
allocation of resources and jobs to different dagraups and genders (Mia, 2014; Naidoo,

2013), and was repealed in 1994 when South Afrezaime a democratic nation.

1.2.1Policies meant to eradicate inequities and inequaies

After 1994, the new South African government introgld legislation to improve women’s

circumstances, as was the case in many countaésvinted to improve equal opportunities
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for women. They did this by promoting equity beéswemen and women through the new
laws and policies which emphasised gender equa&dyal access to employment and equal
promotion opportunities (Mia, 2014). South Afrisgiolicies for women’s empowerment to
promote equal rights, was intended to give greafgrortunity irrespective of race and
gender. The Employment Equity Act 55 of 1998 bidugith it the goal of gender equality
and equity by trying to eliminate discriminationdgoromote women as well as all those who
were disadvantaged by race in the apartheid eragi@ment gazette: 1996 [No. 176-78]),
Mia, 2014).

However, despite recent policies and legislatiomonally and internationally, there remain
many barriers to women in accessing and perfornpinigcipalship (Blackmore, 1999 &
2013; Faulkner, 2015; Mia, 2013; Naidoo, 2014). rWéo are under-represented in
principalship not only in South Africa but alsoamationally, although the teaching force
throughout the world is largely dominated by wonf€umbillo & Brown, 2003; Bush, 2014;
Lumby & Heystek, 2011; Mia, 2014). The most regerdvincial statistics for South Africa
show that women principals in Gauteng occupy orfd%3of principalship posts and that is
across all school sectors (Mia, 2014; Naidoo, 2013here are no specific statistics for
women in co-educational government high schoolggaiship posts in South Africa but it is
clear from research studies (Faulkner, 2015; Luetkgl., 2010; Mia, 2014; Moorosi, 2007 &
2010) that very few women occupy the principalghogts in these schools.

1.2.2 The context of former Model C schools

The former Model C (suburban) schools are locatetthé former whites-only suburbs. Such
schools used to serve whites only, prior to 1994vdver there was a “dramatic demographic
change” when the post-apartheid government workedlitninate segregation (Lumby &
Heystek, 2011 p. 5). As a result, such white sksht@at “previously had learners of only one
ethnic heritage, class, and language now suppodests with different or more diverse

demography” (ibid p.6).

The former Model C schools will impose a differesgt of challenges for leadership as
compared with other co-educational high schoolsoimnship and rural areas. Schools in

township and rural contexts “have served and allesstving black learners” only (ibid).



This means learners and the community in township raral schools may share the same
culture and belong to the same ethnic group, butointrast to this, the former Model C
schools now have very diverse communities both mil aut of the school hence
heterogeneous ethnic and cultural populations. staged earlier, this change has occurred
because of “a large influx of black learners presly excluded from such schools, which
were designated for whites only pre-1994” (LumbyH&ystek, 2011 p. 1). Because of the
different contexts and cultures from which the hegis and teachers come, these schools face
many complex challenges, which impact upon thecgpals’ leadership and may influence
the leadership styles which they regard as beiagrtbst suitable for their school and wider

community context.

1.3 Problem statement

As | have stated earlier, despite recent equal ppities policies in many countries, school
leadership continues to be monopolised by maleboith western and African countries
(Blackmore, 2013; Chisholm, 2001; Coleman, 2002dan & Shakeshaft, 2011; Moorosi,
2010). Ways and expectations of leadership peiiic schools are often shaped by certain
gender expectations, beliefs, and stereotypes (kushlal., 2010). As said earlier, progress
by which women enter leadership roles seems tddve and those who break through ‘the
glass ceiling’ may view themselves as having edtexemale territory when it comes to
leadership and school leadership in particularli(@jl& Alvesson, 2000). They posit that
although leadership may be oriented towards whattasught of as feminine attributes, it is
still the case that women may be viewed as incoempeair unsuitable leaders because they

are female (ibid).

Furthermore, this is so because of the traditideatlership which favours the great man
theories which emphasised masculine traits of damia as distinguishing factors between
leaders and non-leaders (Northouse, 2010). Graattheories “focussed on identifying the
innate qualities and characteristics possesseddnt gocial, political and military leaders”
(Northouse, 2010 p. 15). As a result, researchtthee “concentrated on determining the
specific traits that clearly differentiated leadémm non-leaders” (ibid). However, with the



growing numbers of females in leadership, thera iseed to take into consideration the

contexts in which leaders operate.

Women may experience conflicts in the expectatitimsy have for themselves and
expectations others have for them in the role afggalship (Smulyan, 2000). Although
there are policies, which speak to gender equalitgf equity, it seems there are covert
discriminatory practices, which affect women in es&sing, as well as performing as
principals, in Western and African countries in ge&h and South Africa in particular (Lumby
et al., 2010). It seems women principals in S@\ftita still face challenges based on gender
stereotypes, inequality, and inequity despite thmapByment Equity Act 55 of 1998
(Coleman, 2012). Therefore, there is a need wnogate deeply entrenched cultural beliefs
in South Africa (Faulkner, 2015; Moorosi, 2014)heBe beliefs seem to have a great impact

on the experiences of women principals.

Owing to diversity of staff, learners, parents aanmunities in former Model C schools,
women principals may face a different set of clmgjess as compared to their counterparts in
township and rural co-educational high schools.ridles diverse sets of values, customs,
attitudes, and the distances travelled by learmages; pose many challenges to the women
principals in such schools. Therefore, this redeaeeks to understand the experiences of
women leaders in school cohorts and school commesnihat may be diverse given such

demographics.

The long history of women being viewed by men dsostinate to them and their needs and
roles, may affect women principals in the way thegd (Moorosi, 2007). Part of the
problem in understanding how women lead co-educatidigh schools in patriarchal
societies such as South Africa is that there iy Vitite research into their experiences as
women leaders, and of hearing about their expegeficst hand (Moorosi, 2010). Recent
research moved away from androgynous descriptibmeomen leaders to a deeper meaning
of how women experience leadership (Faulkner, 2@Gbgan & Shakeshaft, 2011: Moorosi,
2010). As aresult, this new lens enables us tiergtand women'’s challenges, successes and

leadership styles which define the ways they lead.



1.4 Aims and objectives

This research aimed to examine women’s leaderdlylpss challenges, and successes as
central factors in the experiences of women prisipn the context of suburban (former
Model C) co-educational high schools in Gautengyt®@\frica. The experience of leading
co-educational schools is different from the exgace of leading single sex girls’ schools
where, conventionally, women leaders have alwayslaccepted. It seems also that the
experience of leading co-educational high schaolsownship schools and rural schools is
different from the experience of leading former Mb@ co-educational high schools (Lumby
& Heystek, 2011).

Therefore the aims and objectives of the study are:
a) To understand women principals’ experiences of teading suburban co-
educational high schools.
b) To explore the impact of context on women’s expergs in the two leading co-

educational high schools.

1.5 Research questions

The main research question is:
How do women principals experience leadership obatban co-educational high schools.
From this question, the following sub-questionsengenerated
a) How would the two women describe their challenged successes within the
context in which they are working?
b) How do the two women define their leadership sB/les

c) What is the effect of their leadership styles agirtprincipalship?

1.6 Rationale

Research literature on women in leadership in Sd\itita is still developing (Bush &
Crawford, 2012) and there is limited but growinggidature on women leaders in township
and rural schools (Faulkner, 2015; Lumby, 2015; ,Mi@14; Moorosi, 2010). However,



there is very limited literature on former Model(€&uburban) high schools. This research
explored experiences of women leaders in former él&l co-educational high schools

located in the previously whites-only (pre 1994bwibs of Gauteng. In township and rural
schools, there are “homogeneous, ethnic, and alifp@pulations,” whereas, as stated earlier,
former Model C schools now have complex culturgbyations, which are likely to present

different kinds of problems (Lumby & Heystek, 2011)

Experiences of women principals in the above cdatsikow a gap between what is on paper
(policy) and what is on the ground (practic@}hristie, 2010). Whilst, the South African
Employment Equity Act 55 of 1998 emphasises geretgrity and equality on school
management, research shows there is very littlalg@guand equity between males and
females in terms of leadership in education (Moipr2807). Therefore, there is a need to
examine the covert discrimination embedded in caltpractices and beliefs, and interrogate
societal attitudes to understand more fully theptieeooted patriarchal attitudes that may
prevent women from accessing leadership and freading effectively once in position
(Moorosi, 2010). It is intended that this studyllvdontribute to the growing body of
literature on female school leadership of co-edanat high schools and the impact of
context, through the focus on suburban schoolscifsgaly on the way the women’s

leadership is enacted.

1.7 Conceptual framework

The conceptual framework of this research is basetthe work of prominent leadership
scholars namely Christie and Lingard, (2001) whstyplate that the complexities of
leadership in schools can be understood when wiemxihe interplay of the individual, the
organisation, and the society.

Christie and Lingard’s (2001) conceptual framewoekos to advance the concept of context
in understanding leadership. This differs fromentilameworks in studies of women in
leadership, which tended towards applying Angloghsettings and western cultural
perspectives to understand African experiences dy2015). But as in Faulkner's (2015)
study, which applied the concept of context tolraral disadvantaged schools, this study



advances the framework of context to underpinarderstand the experiences of women

principals in suburban co-educational high schoolSauteng.

As a result, women principals’ experiences canebdbe understood by examining the

interplay of three related factors, which are theividual, the organisation, and the society
(Christie & Lingard, 2001). The concept of gendeproblematic in that societies tend to

understand it as the differences between sexeshBr# is also socially and psychologically

constructed meaning, attributes and values thattaken by self and imposed by others
(Lumby & Heystek, 2011). As a result, the indivadsiand others in society have constructed
meanings about women and this is likely to affaett in the way they perform their duties.

Individual

\ organisational

© \

Figure 1 — Conceptual framework, (Christie & Lingard, 2001)

1.7.1 The social factor

Society has its gendered perceptions about womennaen, and cultural discourses that
favour the masculine in school leadership are ddetbecontinue to disadvantage women
(Lumby, 2004). Research carried out by Moorosh1(® with South African high school
principals, shows dissatisfaction of the societsotigh one member of School Governing
Board. The woman principal in telling her storydsahe was asked to leave the school
because they wanted a strong man to lead the amidoal high school. Another woman
principal commented that she felt disrespected vdmenof the community members referred
to her as ‘a girl’ because she was not married (dsip2010).



1.7.2 The organisational factor

There is evidence in much research (Mahlase, 1B@iby et al., 2010) that patriarchal
beliefs in the society are carried over to the sth@s an organisation. Research studies
show that female principals were subjected to instibation from their male and female
colleagues (Moorosi, 2010; Lumby et al., 2010; K24.3; Naidoo, 2012). Some male staff
would defy the authority of women principals andgpend positively to a male deputy
principal (Moorosi, 2010). Women in telling theiories expressed discontent that they were
never accepted as principals in the community aeheling to the school because of deeply
entrenched beliefs about what men and women can Tas has been shown to hinder
women from effective participation or promotion teadership positions in the field
(Moorosi, 2010)

1.7.3The individual factor

Women struggle with internal issues such as prafeakexperience, aspirations, ambitions,
and confidence (Ely & Meyerson, 2000) which may tobnte to their experiences as
leaders. Research shows that many female prisscipdicate a lack of professional and
family support, which may have contributed to tHaok of confidence (Lumby et al., 2010;

Mia, 2014, Naidoo, 2013). However, those who neseiprofessional support from the
family in addition to training offered by Departnteaf Education displayed confidence
(Moorosi, 2010). Women could not balance well #ak at home and at the work place
(Moorosi, 2007 & 2010; Naidoo, 2013). Whilst oth&udies have shown that women
principals can balance the roles well with the haflpamily (Lumby et al., 2010), Smulyan

(2000) shows balancing roles remains complex becafisocietal stereotypes of women;
however, overall it seems that women do achieveoekAfife balance despite the problems
(Coleman, 2002; Lumby et al., 2010; Smulyan, 2000)s my contention that the framework
described above highlights the complexities of detthat determine the experiences of

women in educational leadership, and underpinsstiigy.



1.8 Limitations of the study

| had a very limited choice of participants becawsenen principals are in a minority in co-
educational former Model C schools in Gauteng.sTheant that the data collected would be
limited to the two principals selected hence thisuld impact upon the quantity of data
collected. If it had been possible to have a greatimber of participants this would have
enhanced the study. But the findings cannot be, were intended to be, generalised.
Therefore, the data collected from the two, tholigited in the scope, does not diminish the

importance of the findings made as to the prinsipi@l experiences of these women.

Within the M. Ed research schedule, the time ab&l#or data collection and writing the

final report meant | chose to conduct only a sreadlle case study. | would have liked to
conduct an in-depth study with a larger sampleblegtiuse of time constraints, two women
principals have been chosen as a manageable safifpdse were also chosen on
geographical basis that they are close to the wsityehence ease of access. | was also aware
that there are time constraints for the women gigeints because they are very busy people.

This small scale case study is not, nor is it ideshto be generalisable.

1.9 Chapter overview

This chapter introduced and presented the motinvdtio exploring experiences of women
principals in leading suburban co-educational leghools in Gauteng province. It provided
an introduction, background, aims, problem statémeationale, research questions,
conceptual framework and limitations of the reskarthe issue of gender and leadership has
become a prominent issue as many countries in@u8wuth Africa are working towards
eradicating gender imbalances. Despite the growiagature on women leadership, very
little is known of women in educational leadershp South Africa. As a result, | am
motivated to explore the experiences of women pais in leading suburban co-educational

high schools in order to learn more about theiceases, challenges and leadership styles.

Chapter two reviewed relevant literature to thedgtudiscussing some key areas, theories
related covering national and international literaton women leadership. Chapter three

detailed the methodological basis of the researgshaacase study and discussed the
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instruments that were used to collect data, andd#tia collection processes. Chapter four
presented, analysed and interpreted the data.llysi@hapter five gave a summary of the

findings, conclusions and recommendations for kirtiesearch.
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2. CHAPTER TWO: LITERATURE REVIEW

2.1 Introduction

This chapter reviews the research literature irfild and it covers six areas that are relevant
to and will inform this study. First, the revieaoks at the concept of educational leadership
as a broad field in which gender and leadershgpssabfield. Secondly, the literature review
focusses on society and the agents of socialisatioich contribute to crucial concepts,
gender and discrimination. Thirdly, | focus on wenmleadership in the context of former
Model C co-educational high schools. Fourthly, teeiew looks at policies that were
implemented to overcome gender discriminatory jrastin South Africa. Fifthly, | focus
on women'’s leadership styles and lastly | constlerliterature, national and international

that specifically focusses on the challenges fédogyedomen in principalship.

2.2 Conceptualisation of leadership

The broad field of educational leadership entdisee related and mutually reinforcing
concepts namely leadership, management, and heaofshwhich the last is interchangeable
with the term principalship. In order to understamomen in leadership as a subfield in this
broad field, clarification of these critical contepis useful because they define how
principals should lead (Christie & Lingard, 200 onflating the concepts of leadership and
management is just as problematic as “viewing thelevfield in exclusively positive terms”

(Christie, 2010, p. 694) and assuming that all gpals, whether male or female, have the

same experiences.

Cuban (1988) cited in Bush (2011 p. 8) asserts thdeadership mean[s] influencing others’
action in achieving desirable ends. Leaders applpevho shape the goals, motivations, and
actions of others. Frequently, they initiate cheabhg reach existing and new goals.” From
the definition, one deduces that influence is thg factor; however, values and vision are
essential components to effective leadership (BA6kl). Distinctive from leadership, the

term management means to maintain effectively dfidiemtly the present organisational
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skills (ibid). Defining these terms helps us taderstand women in leadership within the
broad field of educational leadership and managé&nfenussing on how women leaders
enact principalship in former Model C schools. #&ap (principalship) like management is
tied to positions with, “the executive functionadrrying out agreed policy” (Christie, 2010,
p. 695). Clarifying these concepts will help usitaerstand what is required of these women
as leaders: their challenges, successes, and |#agiership styles. Research shows that
although all principals may face challenges despéeder, women principals have a set of
challenges which is unique (Lumby et al., 2010)efEfore, clarifying concepts will also

help to clear the path for women to rise to thedog lead effectively.

Traditionally, leadership has been viewed in teahsdividual traits and does not take into
consideration the impact of contexts on individpiahcipals. The leader, in Trait, Skill and
Style theories, (Christie, 2010), is detached ftbmschool and the community within which
the school is located yet they have a role to piayis\her leadership. This research argues
that context plays a pivotal role in explaining #eeriences women leaders have. As said
earlier leadership through the above theories Haeen viewed “exclusively in positive
terms,” thus, early research tried to replicateAhglophone experiences to African nationals

because they believed leadership can be enactkd same way (Christie, 2010, p. 694).

Although, there might be similarities, the Angloplecexperiences are different from African
experiences if the context also plays a pivota iolunderstanding how people lead (Bush &
Crawford, 2012). Experiences of leading schoof®eddepending with the individual, the
type of school and the community the principal ssrlience diverse in contexts. Some held
beliefs within certain contexts pose different exgreces to different individuals. In the case
of South Africa communities are deeply rooted itripechy. As a result, it is possible that
male and female principals leading organisatiorthiwithe same contexts may have different

sets of experiences because of societal beliefstabales and females.

Women principals may have different experienceteatling suburban co-educational high
schools than men. This means the trait theory hhemphasizes individual traits is
superficial and may not help us to understand lsduie in general school contexts and
diverse school contexts in particular. “Such amaich between the ideal and the actual may
impede rather than assist attempts to improve $shdibid). Basing on Christie and

Lingard’s (2001) assertion, | argue for a theorgt tioes not idealise principals, but the one
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which tries to understand their challenges, suesessid leadership as influenced by the

contexts within which they operate.

What should be taken into consideration is thatgheat man’ emphasised by the traditional
trait theories detaches a person from the orgaomsat The leader does not operate in
isolation, therefore if researchers want to un@mdtany issue within the broad field of
educational leadership and management, they shputléhto consideration the interplay of
the person, the organisation and the society (@h@dsLingard, 2001). In this case, we can
understand women principals’ experiences if thetexds, that is the community and the
schools within which they work are interrogatedy @&nsidering these, one may discover
that what is viewed as leadership in one orgamisas different from how it is viewed in

another context. As already argued earlier, canpéxys a pivotal role in understanding
women leaders’ experiences. Therefore, leadershipt only about individuals but has also

to do with other dynamics within the contexts (Ghe & Lingard, 2001).

2.3 Society and agents of socialisation

Theories of socialisation emphasize the divisiorgefider roles within particular societies.
These beliefs would be carried over to the privated public spheres of life and
consequently, affect women. A brief explanatiorttifse agents of socialisation helps us to

understand how gender is a construct of the society

The major socialising agent is the society with agltural and social norms. The

functionalist society prescribes the “acceptedgrast of behaviour, hierarchies of power, and
norms of interaction that shape, and that we, tin,thoth perpetuate and resist”, (Smulyan,
2000 p. 5). From birth, people are conditionethiok and behave in a stereotypical manner

and as a result, society is where gender differenoe first constructed (Bourdieu, 1977).

According to the functionalist theory, society,dtgh its agency, the church, the school, the
family and the community places men and women fiiei@int socialisation patterns (Morrow

& Torres, 1998). Gender roles are not learned dnteare a result of constant exposure to
gender socialisation; as a result, it is not easgradicate such stereotypes (Bourdieu, 1977).
The functionalist theorists argue that these difiierpatterns are then accepted through

societal indoctrination and they are internalisgdelseryone. There are many socialisation
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theories advocated by many scholars such as Max,dBzu and Althusser, which help us to

understand the “root cause of some women’s expmgr(Morrow & Torres, 1998 p.27).

However, though that may be the case, some womeexdd personal agency (Faulkner,
2015). Thus, the critical theorists contend, “@ohtan stimulate resistance [however] it
may also discipline, shape and restrict the veospion it sometimes provokes” (Alvesson
& Spicer, 2000 p.373). As a result, in the thediscussed above, not all people consent to
what happens in the society but there is potefdiratonflict and resistance (ibid). Despite
societal pressures in functionalist theories, savoeen do not necessarily conform to the

pressures hence acting ‘against the odds.’

Research shows that cultural stereotypes embeddéaditional patriarchal communities
appear to be working against women’s opportuniteesccess and perform principalship
(Blackmore 1999 & 2013; Lumby, et al., 2010; Lumig15; Moorosi, 2010 & 2014).
“There is much evidence of repressive culturesant® Africa as elsewhere that limit and
distort women’s capacity to function as leaders’o@vbsi, 2010 p. 4). These cultural
stereotypes seem to be so great and deep thatotioeep failed to completely eradicate.
However, if societies begin critically to refleah ¢heir thinking and perceptions about male
and females, very high significant changes ardyliteebe experienced.

School as organisations consist of the teachees)etdrners and the infrastructure. These
factors are relevant to both genders as they, nvdhiorganisation, affect the principals in the
way they lead despite their gender. However, tHastors may have greater impact on
women because organisational structures and peacbiten discriminate against women
leaders in their aspirations to take up leadersbipes (Lumby et al., 2010). Some
socialisation patterns shown by Smulyan (2000) sti@at both men and women believe that
“women lack skills and behaviours...ambition and cdatmmant... needed for administrative
success” (2000 p.20). Men are generally encourag#dn the organisations to become

leaders and women are not.

If male leadership is considered the norm in sgcaetd if women attempt to take the
leadership position, it is most likely that they wla not perform well because without
encouragement, they are likely to lack confidenug e know-how to do the job. Despite
the odds, some women are also likely to make ussowfe of the so called weaknesses to
progress. In empirical research carried out bye@ain (2007) with women principals in

high schools in England, she posits that womeneiesadre collaborative, inclusive and
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democratic, however there were some women whofaltiithat to be a successful leader; one

has to conform to male norms.

In the rural areas in South Africa, what women stheaders experienced shows that,
women have very little credibility as leaders, sirdfective leadership is associated with the
physically strong and thus perceived as the dorofimales. Faulkner (2015) argued that
women leaders in rural areas in South Africa mageeence strong opposition to their

leadership and authority, from learners and stafbath genders. This can be explained
through societal attitudes which construct womerith@sweaker sex, and as ‘second-class
citizens’ dependent on men. Thus, it is argued ‘hhamen’s experiences of principalship

are adversely affected by the prevailing and eotred patriarchal attitudes within the

communities they serve” (ibid p. 12). However,gisstrong opposition, some women are
seen to be climbing the ladder of success. Ifefloee women principals were to get support

and encouragement, they are likely to perform bdymxcellent.

Through the societal indoctrination women may dbnte to the experiences they encounter,
both negatively and positively. Constructions dhbibe self are created using preconceived
attributes of personal traits, characteristicsliteds, or qualities. Smulyan (2000) asserts that
the personal context includes the woman’s homegcatnal background, and training.
Thus, it influences her confidence, self-image,ceptions, and values and carries it into
other contexts within which she works. In tandémmby et al. (2010) in their empirical
research of South African women leaders, showttteatamily context played a large role in
the careers of those women, both positively ancinegy.

2.4 Gender and discrimination

As discussed in the first paragraphs, early theasfeleadership tend to idealise individual
traits as the major factor to effective school Eratip (Christie & Lingard, 2001). Only
masculine traits were emphasised as effective tshgeby great man theories. The great
man theories are limited in that it equated leddprto strong, middle aged men as the only
necessity to effective leadership. Thus, Smulya@0Q) argues that such literature is
inadequate because it fails to “examine the hisadirisocial, institutional and community

contexts within which school leaders work...” (p. 6).
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Consequently, recent research on gender and |é@gl@revides a dynamic view on the work
of principals (ibid). This dynamic is inclusive ihat it recognises the potentiality of females
in providing effective leadership. However, thare still some repressive cultures in South
Africa and internationally, that continue to permde gender stereotypes despite the new
gender policies which emphasize the dynamic vi®erhaps there is need to understand the
concept of gender which, Brandser (1996) cited imidad and Normore (2004 p. 576)
defined as, “the distinctive culturally created kifies of men and women apart from their
biological differences.” The cultural norm contgsuto view women as not suitable for top
leadership yet recent gender policies have accorateddvomen as potential leaders. This
contradiction affects women in school leadershigh lpmsitively and negatively. They can be
positively affected in leadership in the sense thay act against the odds by transforming
the value of their so called inferior charactecstio benefit the schools (Lumby, 2014). But
if women internalise their traits as weak that wibviously not benefit them, nor the schools

they lead.

The concept of gender does not simply show us ifferehces between sexes but it provides
the socially and psychologically constructed vieattibutes and values that are taken by self
and imposed by others (Rao, Stuart & Keheller, 199Bhus, because of these constructed
views and attributes, some women never attempteak® up principal positions, but others
attempted and are operating successfully despie ctimllenges. “Gender issues can
therefore, bring progress, stasis or deterioratioschool leadership” (Lumby, 2015 p. 4).
From theories of socialisation, we learnt that ¢hare certain duties only meant to be
performed by men and certain things only meanteaone by women. These stereotypes
ended up disadvantaging women hence the discrimmttat they experienced.

Although the policies to eliminate overt gendercdimination in South Africa were put in
place, it seems the progress is very slow becausmew are still underrepresented in
leadership, and those who progressed still faceynthallenges. Thus, Bush and Moloi
(2007) in their empirical research postulate thatd¢ase of covert discrimination in England
and in South Africa after 1994 shows that “attittldeange more slowly than the law (p. 11).
Tallerico (2000) contends that gender discrimimatioleadership is still alive but it happens
‘behind the scenes’ (ibid p. 24).

It seems gender discrimination has long lastingeat$f on leadership and educational
leadership in particular. Mahlase (1997) as welBash and Moloi (2007) characterised this
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imbalance to patriarchy which is not only a hallknaf apartheid but is also deeply
entrenched in African societies. As a consequeiicis, noted that societies have their
constructions about females and males and that teelperpetuate gender inequities in
seeking promotion and accessing leadership positiorschools as well as the corporate
world. As a result, schools as microcosms of #igdr societies reflect what takes place in
the larger societies. If the perceptions withie #ociety are carried over to the schools,
women principals are most likely to be affectedategly. Thus, because of internalised
views and values about women and man, women aratinely affected with some

challenges that are different from those of maleqgypals (Moorosi, 2010).

Christie and Lingard (2001) give us a theoretica@mework that helps researchers to
interrogate the concept of leadership. In theimieavork they discussed three factors namely
the school, the individual and the society as aaitin understanding leadership. In their
argument they contend that the context has a pivola to play in analysing school

leadership. Looking at the leader only gives udetached meaning of leadership. This
research has adopted this theoretical framework ¢dmpter 1) to help understand how

women leaders experience leadership of former MG@dsb-educational high schools.
Smulyan contends that;

Only when the social, the school and the individiaiables are considered can we
begin to see how school leadership is a dynangicgss of negotiation that takes into
consideration, the demands of the moment, thetutisnal structure, and historical

definitions of power and relationships (Smulya®0@, p. 6).

This argument helps us to understand that varioegnmgs may be attached to leadership
depending with the three critical elements as noeetd above.

From the above notion | learnt that leadershipuinusban schools can be very different from
leadership in rural and township schools becauseefdifferent contexts. This research,
therefore argues that women principals in formedMdC Schools face challenges which are
unique to such context although they may be siitigarwith other contexts. This argument
helps researchers to understand and fight priowletdge about educational leadership which
is rigid, detached and “impervious to larger equisgues, social realities and social
problems” (ibid p. 16).
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2.5 Women in leadership in former Model C schools

From the research literature, there is considerabidence that even if some women
managed to break the glass ceiling, they still felsallenges in educational leadership in
disadvantaged schools (Faulkner, 2015; Lumby, 201i&; 2014; Naidoo, 2013; Naidoo &
Perumal, 2014; Zikhali & Perumal, 2015). Mostlmése disadvantaged schools include rural
and township schools which were formerly underpgged because of apartheid in the case
of South Africa.

However, it seems the schools that were formerlyaathged also have challenges now
because of diverse demography and that may posiioadtl challenges to leadership.
Principals who used to lead learners and teacHesseethnic heritage are now faced with
diverse ethnic groups with a minority in the ethgoup the leader is used to. Research
refers to such leaders as ‘cross boundary lea@@ush & Moloi, 2007 p. 24; Moloi, 2007 p.
16). Given such a scenario, it seems they mayhbbenges for leadership in such diversity
and it is to my contention that the situation isrsewhen the leader is a woman given how
women face challenges in township and rural co-atiloical high schools yet most of the
teachers and learners belong to one ethnic herit&gethermore, Moloi (2007) argues that
cross boundary leaders experience either direttiditen discrimination and most of them
progress despite these barriers. “The problemsyaeerbated for women leaders, who face
double, bind, that is, of racism and sexism in s@uoeools and communities” (Bush &
Moloi, 2007 p. 25).

| argue that these principals may face worse prmeblas compared to rural and township
schools principals. My argument is that leadersgd@pomes a big challenge when diversity,
gender, sexism and racism are not properly handteseems in South African former Model
C schools, that there are white principals leadidgools with a majority of black learners,

and this creates additional challenges for leagersh

2.6 Policies to overcome discriminatory employment bariers

As Chisholm (2001) posits, the implementation digi@s and legislation in South Africa, to
redress inequities, have not been sufficient tdiesde the deeply embedded gendered socio-
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cultural traditions (Blackmore, 2013; Faulkner, 20Moorosi, 2014). As discussed earlier,
South Africa is patriarchal in nature and the stycis deeply entrenched in patriarchal
attitudes with prejudices against women (Bush, 2014t seems the law has failed to
completely uproot the gender stereotypes; theretfioeee is need for people to reflect on
societal sex-role stereotypes. However, “these&igsl are a starting point; a commitment to

slowly uproot these insidious social practices” @vtusi, 2010 p. 560).

2.7 Women'’s leadership styles

Lumby et al (2010) in their research concluded #whe of the women leaders across the
school sectors valued the mothering characterisBome of women participants in their
research clearly viewed a mothering characterasic’highly skilled and valuable to the
principal role” (Lumby et al., 2010, p. 40). Batharturing and mothering are characteristics
which are ascribed to women but may not necesshglyhe case for school leadership.
However, other research posits that an emphasisnotihering and nurturing attributes
ascribed to women’s leadership style and charatiesj may be limiting women through
stereotyping them into what is socially acceptdbtevomen in a patriarchal context. Whilst
mothering characteristics may be oversimplification a gender stereotype which is
perpetuated, some women principals have transfortsethferiority complex to make it
relevant in leading schools (Moorosi, 2010).

Faulkner (2015) in her research in deeply rurabstshshows that women principals showed
a caring and a nurturing attitude, coupled withtrargy sense of duty and service to the
school, despite the challenges they were facing. other research, the women leaders’
priority was to interact frequently with their dtathe learners, the parents and the wider
community, (Conner, 1992). Billing and Alvessord@R), postulate that the 2Xentury
leadership styles require the support for flexipilichange and transformation. Thus
Smulyan (2000) concludes that female leadershiesin education are suited for this with
decisions made in the best interests of studerdswdrat is appropriate in the context not
what is in the policies. Many women leaders dertrates a collaborative style, consensual
decision-making and emphasise teamwork (Billing &e&son, 2000). Women can employ
facilitative leadership in that they enable othéos make their contributions through

delegation, encouragement, and ‘nudging from béel®hbwe & Montgomery, 2000 p. 10).
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Women may transform people’s self-interest into aoigational goals by encouraging
feelings of self-worth, participation, and sharofgpower and information (ibid). Because of
their style, which emphasises collaboration andispaf information, women can influence
teachers to use desirable teaching methods. Ti&aereich evidence that because of these
leadership styles women principals have the leagersapabilities that match best within
twenty-first century complex organisations, which, is deemed, require consensus
management and a more democratic leadership shdee are widely regarded as female
leadership traits (Billing & Alvesson, 2001; Lumby al., 2010; Smulyan, 2000).

2.7.1 Challenges facing women in principalship

The notion of a ‘glass ceiling’ tries to explainetinvisible barriers that trap women and
hinder them from attaining top positions in leatiggs Women are underrepresented in
educational leadership in South Africa and inteamatlly because of gender discrimination
in accessing as well as challenges in performimgcpalship (Lumby et al., 2010). This
research focuses on challenges that hinder womenigals in their performance of duty.
The concepts of ‘glass ceiling and glass walls’vehais how organisations, culture and
attitude may perpetuate rigid sex segregationgamsations (Uwumahoro, 2011). Thus itis
vital for this research to extract from the comntynihe school and individuals covert and
overt discrimination practices that hinder themmfrizading schools effectively. Cubillo and
Brown (2003) refer to glass ceilings and glass svadl “horizontal and vertical barriers faced
by women within their cultures and environments”Zp8). From the analysis of the barriers
below one learns the society needs to be taugletradicate stereotypes about males and

females in societies.

As stated earlier South African society is deepdyriprchal in nature (Moorosi, 2010 &
2015). Society has its own construction about whéts males and females should play
(Lumby, et al., 2010). As a result, society hasghd individuals that if one thinks of a
doctor, manager, or engineer, they should pictuatesnbut if one thinks of house cleaners,
nurses and teachers’ one should picture a feméalese are the traditional stereotypes and
because of such kinds of constructions in sociagny women principals have experienced
difficult and often traumatic experiences as leaddrco-educational high schools (Faulkner,
2015; Lumby, 2015; Moorosi, 2010 & 2014).
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Women principals may face challenges that malecjpats do not encounter (Growe &
Montgomery, 2000; Naidoo & Perumal, 2014). Fottanse, gender constructions have the
view that women principals cannot discipline theleol students in co-educational high
schools, especially male students (Lumby, et 81102 In South African schools, corporal
punishment is banned; therefore the issue of palsteength is not a disadvantage to female

leadership in schools.

There is a claim thawvomen leaders are weak and emotional, and thatsniale working
with a female as their leaders (Moorosi 2007). the same vein, research carried out by
Mahlase (1997) in South African schools shows thaman are viewed as not suitable for
leadership roles, and that according to traditio @ustom their place is in the home.
Because principalship is viewed as a busy profasasim women are associated with caring
for the family and house hold chores they may retable to balance the two (Moorosi,
2010). Lumby et al (2010) in their empirical resdaposited that women principals who got
support from the family could balance the two, whihose who did not get support were
surmounted by many challenges in attempting torzalahe two.

Research undertaken in Turkey by Celikten (20083jtp that society only wants women to
be teachers taking care of their children but ndbe leaders. Thus most women principals
are located at primary school level because of fheiceived nurturing qualities which are
deemed, traditionally, to be more suited to thisterst and age group. Therefore, society’s
attitude in ascribing certain roles to males anddies is often an obstacle and barrier to

women and their career progression.

Chisholm, (2001) posits that women’s lack of coefide in leading schools stems from
receiving little or no encouragement to seek lestdprpositions. Contrary to this, research
by Lumby et al (2010) of women leaders of Southidsin schools shows that many of the

principals ‘presented a healthy level of self-estee

It is clear that in order to understand the diffeéreesponses from women undertaking the
same role, there is a need to explore the contbxthwinforms their different experiences,
and interrogate the research in this field bothonatly and internationally. In this chapter,
literature on the concept of educational leaderstspa broad field in which gender and
leadership is a subfield was reviewed. Seconti, literature review focussed on society
and the agents of socialisation which contribute dacial concepts, gender and

discrimination were discussed. Thirdly, | focus leadership and women leaders in the
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context of suburban co-educational high schoolsliciée that were implemented to
overcome gender discriminatory practices in SoufinicA were examined. Women’s
leadership styles and the challenges faced by womeprincipalship nationally and

internationally were discussed.
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3. CHAPTER THREE: RESEARCH METHODOLOGY

3.1 Introduction

This research study explored the experiences ofs@men principals in managing suburban
co-educational high schools in Gauteng. Qualitativethodology, and the use of the case
study approach, was considered the most appropeatarch method for the focus of the
study. The primary purpose of qualitative reseasdio enable an in-depth understanding of
social practice. In this research, through the datlection methods used, it has provided
insight into the participants’ experiences andestybf leadership as well as the contexts in

which these participants lead.

3.2 Research design

This research is underpinned by interpretivistagagmatic assumptions. The interpretivist
paradigm “places emphasis on the way human beingshgeaning to their lives; reasons are
accepted as legitimate causes of human behavindragential perspectives are prioritised”
(Morrison, 2012 p. 16). Hesse-Biber and Leavy QOpostulate that social meaning is
created through interaction and people’s interpigtaof the interactions. Thus, in their
conclusion (ibid p. 17) they contend that “the onlgty to understand social reality is from
the perspective enmeshed within it.” This paradigpects positivists’ objective truth and
argues that the truth is subjective, meaning thaltipte truths can be constructed within

social contexts by individuals (Morrison, 2012).

Social reality within this paradigms means thatietycand individuals cannot be separated
thereby dismissing positivists’ objective detacliedhs (ibid). Individuals should therefore
be understood with social contexts because confgaysa significant role in what, why and
how the individuals operate. Thus, | learnt alibettwo women principals’ experiences in
their actual contexts of leadership. | also neaddae aware of the fact that | should “insert
myself in the women principals’ continual procedsnoeaning-construction in order to

understand it” (Morrison 2012 p. 20). Because mgearch requires the two women
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principals to voice their experiences, it was tlgtouheir responding to questionnaires and
participating in interviews that | was able to haad understand their voices, and gather the

data from these lived experiences.

| therefore considered the interpretivist paradignbe the most suitable approach for this
study, given its subjective nature, experiencewahen leaders, the research questions and
how these were addressed (Morrison, 2012). Ihtisnded that this empirical research will
enable the exploration, analysis and interpretatbrthe women principals’ experiences
through the voices of the women themselves. THiteilis a key factor in the research and is
an area which has been under researched in genddeadership studies (Faulkner, 2015;
Smulyan, 2000).

Since | have argued for an interpretivist paradignthis research which emphasised human
life as “experienced and constructed from a suibvjecperspective...therefore the data
collected and analysed have qualitative... signittedr(Morrison, 2012 p. 23). | am rooted
in the qualitative design which gives meaning teesech that explains “individuals’ lived
experiences” (McMillan & Schumacher, 2006 p. 23)Creswell (2008) contends that
gualitative studies work in addressing a researoblpm in which one needs to explore and
learn from the participants.

A qualitative research approach guided this caseystwhich was a very small sample. It
involved collecting and analysing in-depth inforroatfrom a small group of respondents
and participants (McMillan & Schumacher, 2010). cBase qualitative research uses a
naturalistic approach and it is characterised leystudy of attitudes and behaviours in their
natural setting, | determined that it best fitths tresearch. In order to address the research
guestions, the focus of this qualitative, interpist research is on what the participants say
and do, and how they make meaning of their actamasbehaviours (Morrison, 2012).

Morrison (2012 p. 22) also postulates that, “sty@te that take the subject’s perspective are
central” and the case study may be the most apptepresearch approach to explore the
nature of the experiences of the women in thisys{brrison, 2012, p. 23). Creswell (2000
p.143) postulates that case study is an, “in-depfhoration of bounded systems” and system
in this context can refer to an activity, evenfgass or individuals. Case studies best fit this
research because they allow the researcher to the inatural context of the research taking
testimony of experiences of the two women pringpal their real-life contexts (Bassey,
1999 cited in Bush, 2012).
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3.2.1 Participant sampling

Purposeful sampling was used in choosing parti¢gpaho have experienced and understand
the phenomenon (Creswell, 2007). Two women pradsigvho lead former Model C schools
were identified. McMillan and Schumacher (201%4ppostulate that sampling is “choosing
individuals who are likely to be knowledgeable ainformative about phenomenon of
interest.” In this case it was women leaders endbntexts of suburban co-educational high
schools. Whilst women and leadership is underarebed in rural and township schools,
research has also overlooked women leaders in lsabwo-educational high school. This
may be because they were rated as advantaged sgreel 994, however, since there were
dramatic demographic changes after 1994, an inadepalysis of how women experience
leadership of such schools was vital, given therdi® nature of the learners and communities

they now serve.

As | had a small number of participants, it allowaé to collect rich, detailed data from
which themes were established. Although my reseaas limited it was purposive in that it
only explored the experiences of the two womenggpads in former Model C schools. The
focus of the research was on the principals rengdheir experiences as women leaders in
suburban co-educational high schools, and wheraléneographics of the schools and the
communities they serve have changed radically sifd9 creating very different contexts

for leadership.

The two women principals were contacted telephdiyicand via email to request their
participation in the study and an invitation letteas attached (Appendix 1). The participants
contacted me via e-mail informing me that they wlolike to participate. One female
principal was on leave and she responded very tlibkt the other one took longer since it
was in the middle of the term and she was very busy

The selection of only two women principals was inied by time constraints as indicated in
chapter one, but also because there are very femvewrincipals in co-educational high
schools, and even fewer in suburban co-educatibigt schools. Furthermore, small
samples bring depth of understanding which a lasgerple may not have allowed. For this
small scale research | therefore invited the twanen principals to respond to the semi-

structured questionnaire. | also did a follow agerview session in order to obtain clarity
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from their responses to the initial questionnaiféhese instruments are explained in detail

below.

3.3 Data collection methods

The research instruments that were used for dateecton were semi structured
guestionnaires and interviews (Appendix 3), theefabeing a follow up to the written
responses of the questionnaire to gain greatehdmpd clarity regarding the participant’s

responses in the former.

3.3.1 The semi-structured questionnaire

The semi structured questionnaire, loosely basedColeman’s (2001) study of women
secondary head teachers in the UK, was used tectalata (Appendix 3). The advantage of
using a semi-structured questionnaire was thatlawad the two women principals to
respond to the questions when it was conveniettidm, and to afford more opportunity for
depth of response (Creswell, 2008). The two ppalsi were given the semi-structured
guestionnaire for a period of two weeks to alloweito respond to the questions in their own
space and time, unhindered by the presence oétearcher.

With face to face interviews, it might be possifdea participant to give the response which
she thinks the researcher wants. As a resultwbevomen principals had time to reflect and
think critically. Furthermore, semi-structured gqtiennaires allowed them time to think
carefully before responding to each question, dretefore avoided one word responses
which is a problem when using more closed quesstmictured questionnaires. However,
the two women principals provided very short reggsnand other questions were not
responded to, as a result, there was need to pht@a question and probe further in a

follow-up interview session.
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3.3.2 Follow-up probing interview session

One interview session was scheduled with eachggaatit. The interviews were audio-

recorded. | also used my interview protocol totevsupplementary notes during the probing
interview sessions. The in-depth interview sessoak the form of a conversation. | probed
deeply to discover new clues and to open up nevensions of a problem. Furthermore, this
deep probing was intended to obtain accurate atailet® stories that were based on the
personal experiences of the two women in leadingddigh schools. These kinds of
instrument, made the process very flexible bechuselld do a follow up of the interesting

ideas, explore further and elicit clarity on issumghlighted in the initial questionnaire. |

clarified or rephrased questions if or when reqliog the participants. To gain more depth
and clarity, each interview was scheduled for sixiyutes. The time structure also varied

depending on the progress of the session andialsdimitations of the participant.

The first interview for principal 1 took place ah&lotte’s house, as she was still on leave of
absence; and the second interview for principadk tplace at Jane’s school office. During
the interview session, | reviewed the purpose ef study and the style of questioning.
Although probing follow-up interviews were spec#ily meant for clarity, non-verbal signs
which were observed during those interviews gawtiathal meaning to the words said by
the participant. Coleman (2012 p. 254) argues$ tfawe to face interviews enable the
interviewer to observe visual clues...observe bodglage which may indicate comfort or
discomfort.” In these interview sessions nothihgudd be taken for granted or trivialised,;
the body language also helped me to understand ttvbdtvo women experienced. Through
these women'’s facial expressions | could see wigat énjoyed in their experiences and what
they did not enjoy. They could also hit the tadnhel raise their voices in expressions of anger
and frustration. They gave voice and expressionth® various emotions they had

experienced in dealing with the many and varieceerpces.

Furthermore, these kinds of instruments give topitexiously voiceless a voice to speak out
their lived experiences (Hesse-Biber & Leavy, 2011umby (2012, p. 237) contends that
“speaking for the less powerful, risks embeddingg@dessness further [therefore], inclusion
of the voice of the less powerful should be axioaratEmploying these instruments helped
the women principals to write as well speak abbeirtlived experiences in their schools.
Probing follow-up interviews also enhanced relidilthat is, they established consistency
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of the data and took cognisance of the need toblegtathe trustworthiness of the
participants’ responses, within the interpretiyistradigm (Bush, 2012). Complex issues

were probed and the responses clarified.

Whilst the semi-structured interview process helpedeliciting information from the
respondent, | did not overlook its potential weaaeBecause of its flexibility, data became
voluminous, took time to gather as well as being/ tgne consuming to collate and analyse
(Norris, 1997). The other disadvantage associaiiitl semi-structured interviews is bias.
Bias can be explained as making mistakes or eirorhe process of interview (ibid).
Sources of those mistakes are interviewer charattts;, interviewee characteristics and “the
substantive content of the questions” (Cohen & Manil994 p. 282). Because of flexible
long conversations with participants, both intemee and interviewee bias could creep in.
The respondents may “overstate or understate tigevalue of an attribute” hence problems
of validity and reliability (Cohen & Manion 1994, g81). On the other hand, the researcher
may fail to “review the participants’ presuppositsoin the light of experiences or to imagine
the world differently so as to maintain their seeiptn” (Norris, 1997 p. 120). Bias was
mitigated by providing a conducive environmenttfog respondents, probing, rephrasing and
clarifying questions where possible without alslmwing my misconceptions about certain
beliefs to prevail. | carefully formulated my qtieas and | attended two research
workshops on how to conduct interviews (Bush, 201Pplso had to rephrase and repeat

what the respondent had said to elicit the resputrgleonfirmation (ibid).

3.4 Data collection and analysis

As already discussed in the previous section dagee wollected through semi-structured
guestionnaires and follow-up audio-recorded in@#&g. | used an interview protocol form to
add supplementary notes during the interviews. tWeeparticipants all answered the initial
guestionnaire and both participated in the probioljpw up interview sessions. Macmillan
and Schumacher (2014), postulate that data anadyarsinductive process of organising data
into categories and identifying patterns and refethips among the categories. Analysis of
data is the process through which qualitative me$eas transcribe, synthesise, and make
meaning from data starting with specific data andimg with categories and patterns (ibid

p.7). My task, as a researcher was to sift releidaractions that helped me to understand
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the leadership experiences of the two women whiehewnder study. | listened to the
recorded interviews and transcribed them. | reéwsalttanscripts several times to identify
phrases and statements that relate to the toperwtady. This was a useful process because
it provided an opportunity to identify the commasues that ran through the participants’
responses within the context of the research questi The process of analysis also enabled
the categorisation of any common issues identifiedbe placed into themes to aid the
analysis. Since it was a qualitative researcha dagre reported using direct quotes at times
in the analysis, so that meaning would not be distidby me and the reader.

3.5 Validity and reliability

| have taken due regard as to how reliability andttvorthiness of the participants’ responses
can be established. Bush (2012 p.83) postulatds‘ttie concepts of validity and reliability
may be rejected as positivist construct, which camasily be applied to qualitative methods
including most types of interviews.” As a resiNiprris (1997) suggests that we should not
just dismiss the two concepts as nonsensical ifitgtnee research, rather we should “re-
appraise their meaning and use” (p. 14). As tbsearch was exploring the two women’s
experiences, as perceived and voiced by each sithffecult to apply the traditional methods
of triangulation to validate the responses. Beeaas already discussed above it is difficult
to achieve the traditional validity and reliability semi-structured questionnaires and
interviews, Bassey (1999) in Bush (2012) suggeatedlternative concept of trustworthiness
for both positivist validity and reliability. | #refore established the trustworthiness, and
truthfulness, of the responses by accepting th#teftwo women principals believed what
they said was the truth, and that this was thaicggion of the events and experiences that
are part of their leadership of schools, then | Mobe satisfied with the validity and
reliability of the data which inform how the resglamquestions have been addressed (Bush,
2007; Morrison, 2012). Generalising the findingaswnever an option because of my
understanding that contexts are unique and therefiata drawn from specific contexts

(Guba, 2008) only give meaning to those specifittexts.

30



3.6 Ethical considerations

| have complied with the ethical requirements @& Wniversity of the Witwatersrand on the
protocols and rules for ethical clearance and m®ceEthics clearance was granted for the
research from the University of the Witwatersradgdendix 5). Permission to conduct
research in public schools was also granted by gaguDepartment of Education (GDE)
(Appendix 4). | informed the participants aboue thature of the study in a letter of
information (Appendix 1). | invited the participgrnto participate voluntarily in my research
study. The two women principals chose to parttepand they had the right to withdraw
from the research study anytime without prejudic€onsent was also sought from the
participants and they both consented to responidirige questionnaire and participating in

the follow-up, audio-recorded interview sessiongapdix 2).

Macmillan and Schumacher, (2006 p. 333) argue tualitative research is “personally

intrusive” that is, it may invade and may endangensonal rights and relations and there is
need for the researcher to take into account dthamasiderations. As a result, | presented
participants’ nhames using pseudonyms to ensureyamon Furthermore, the community

and the schools from which the data were colleetsdi reported have not been specifically
revealed and identified. | assured confidentiadisythe interviews took place in private on a
one to one basis between me and the participahe data | recorded and transcribed were
also kept confidential. Upon completion of my stulde transcripts and recorded data will be
kept confidential and safely in a secure mannervatidbe destroyed after three to five years
in accordance with the university requirements. sUEimg that qualitative research is

conducted in an ethical manner enhances valididyraiability.

3.7 Reflections on the process and instruments

| gave the participants questionnaires to responantd | thought they were going to write
much more than they did. The written responseth@oquestionnaire were done briefly in
one page and this necessitated me creating moeeftimprobing interview sessions. The
two interview sessions | conducted had a diffefelet in interaction and each provided a

unique opportunity for furthering the data gathgriprocess and gaining more in depth,
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personal responses. The first interview with Gitgglwas in her house: this was very free,
relaxed and informal. Jane’s interview was in semool office, and a very business-like
atmosphere was evident. There was much more ddteiled from the interview with
Charlotte as compared to Jane’s responses, whick gquite brief and closed initially.
However, my second interview with Jane was morel flthan the first because | had gained
experience from the interviews with Charlotte whicthen applied to my interactions with
Jane. She was more responsive and open, perhapsesaslt of my greater confidences and
ability to provide empathy.
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4. CHAPTER FOUR: DATA PRESENTATION, ANALYSIS AND
INTRPRETATION

4.1 Introduction

Data for this study was collected from the intewsewith the two women high schools
principals who were central to this study. The aeske explored the two participants’
experiences of leadership within the contexts efrtsuburban co-educational high schools

which were formerly all-white schools pre 1994.

The themes discussed in this chapter emerged fl@mparticipants’ responses to the
interviews, and help to address the research qusstivhich underpin this study. The
statements made by participants were compared fasigroficance are the converging ideas
of how these participants experienced leadersimg,adso the noticeable difference in their
experiences, as they have expressed this. Beotisese variations in experiences, it seems
leadership strategies and styles are affected Ioyexty as well as the approach of the

individual.
From the data gathered, the following themes endggrge

¢ Role of family

¢ Induction, training and development of women pipats

e Confidence and education

e Professional route to becoming principals

e Gender discrimination in accessing and performimgcgpalship
e Women'’s leadership styles and their impact on legadi

e Misconceptions about former Model C schools

4.2 Background and profile of the schools

As discussed in chapter one, prior to 1994 thedefwols were all-white schools. Following

the new principles of equity, equality and humaghtiformed by the new democratic
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government post 1994, any child would be alloweckas to any school irrespective of the
child’s race, religion and cultural beliefs (Mare§ Vilakazi, 2015). Moreover, freedom of
movement and choice became one of the legislatleigs and in that law the right to
education was enshrined (ibid). Because of thistwvo schools in this research experienced
dramatic demographic changes after 1994 and bladests are now the majority with some
travelling long distances from surrounding township attend school. There is now a
mixture of learners from a variety of backgrounasl @ommunities, both local and wide

spread but these are primarily black, colouredladén communities.
School A

This school is situated in the west of Gautengiaralpredominantly white residential area of
Johannesburg. The majority of learners are blaitk wnly a few Indian and coloured
students. In this school there are no whites at dlhis school has a principal and two

deputies.
School B

This school is situated in the northern suburb&afiteng. Although the majority of students
are black, there is quite a number of Indian amérdful of coloured students. Only 6% of
the students are whites. This school has a pah@pd three deputiesTable 1 below

summarises the background and profiles of schcahdschool B.

Table 1 — Demographics of schools

Deputies Teachers Learners
Male Female | Male Female | Black Indian Coloured | White
SchoolA | 1 1 36 24 1 355 5 60 0
School B 2 1 20 39 395 320 141 59

4.2.1 Age, Marital status and experience with the contest

Table 2 shows that both participants are above fifty yesnrd are both married. Further

evidence from the two women'’s responses showsptiat middle management contributed
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significantly to their current management. It seelboth participants have been enacting
HOD and deputy principals’ positions for quite loimgthe suburban schools. Charlotte has
experiences of different schools in her teachifegihereas Jane has been at the same school
since she started teaching as she commented:

My advantage is that | know this school intimatélgcause | have been at this school
since | started my career. | think what made meessful is that | have been at this

school for a very long tim@ane)

Table 2—Biographical information of participants

Pseudo & | Age Marital Highest Teaching Principalship
Race Years | status Quialification Experience | Experience
Charlotte . Post graduate

School A (White) 60 Married honours degree 38 years 5 years
Jane . Post graduate

School B (White) 53 Married diploma 31 years 8 years

Working at the same school for a very long timarsae to be advantageous to Jane since she
claimed to know it very well Charlotte’s movement from school to school seemdakttalso

an advantage to her,
| have a feel of different school environments stitbols are different

This was an advantage for her because she is wsiéign to understand that schools are
different hence they call for different approachedeadership. Jane is also aware of how

schools are different:

When | go to a girls’ high school nearby, | fe&klil am on a different planet because

it is hugely different from my schadiane).

The two women were eager to talk about their eepegs and it became interesting to me
because of their open and sociable personalifié®ey had intimate knowledge and concern
for the schools they lead, and could even refenamy issues and events around the school
without opening school documents to verify. Thewld easily remember even the minor
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issues around their schools, which indicate howy theeve become part of the schools they

lead.

| noted that the two women were very responsivéhéocontexts within which they worked.

Because they were fully aware of how school costerty be different, they were in a
position to identify and implement the leadershiges which they thought were appropriate
and effective for the communities they served. iThehool catered for learners of diverse
backgrounds therefore there was a need to be lekilthe ways they led because diversity
can be problematic if one fails to handle it. Betbmen were very keen to share their

stories.

4.3 The two women’s experiences of leadership

Contextual factors have the potential to impactatiegly or positively on the two women
principals’ experiences. Therefore their exper@naevill be drawn from the contextual
factors namely the individual/personal, the orgaing; and the social as argued in the

theoretical framework in Chapter one.

4.3.1The role of family

Of the two women interviewed, both are married atay with their husbands and children.
Charlotte has a son who has progressed to be &ereand Jane has a son who is
matriculating this year. Analysis of data showat tiihe families of these two women leaders

positively impact on their careers.

The women showed support from their husbands act deplayed a different kind of

support received. Jane explained how her husbasdswupportive;

My husband is an advocate so he has been helpingvithethe law part of the
school...There is a lot more you can get into trodbleas a principal, just out of
ignorance. My husband supports me emotionally dsaseprofessionally helping me

to interpret thinggJane).
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Although Charlotte also gets support from her hadbahe did not quite specify the kind of
support. Like Jane, Charlotte emphasised emotisogport from her husband as she

commented;
Throughout my career, my husband has been veryosting

Caring for the families seemed to be a big problermost career women who are mothers
(Lumby et al., 2010) however; Charlotte and Jane mt allowed it to be a restricting factor
to their leadership. The support they get fromrtblildren, husbands and other relatives at
home mitigated this problem faced by most careenem It seems their sons and husbands
understood the nature of these women’ careers. hMifithese women principals’ time was
spent on their work, however, they made it a ptorry to compensate for family time lost
because they are quite aware that because of theenaf their jobs, the family time is

somehow lost. Thus Jane said:

| think it's (career impact on familyjot necessarily to do with being a principal. Any
mother who works quite long hours is obviously tarrbit between family and
work...a lot of women in different kinds of jobs vigkkl that sometimes their families
are a little bit neglected...women are responsiblerémning the home as well. It

does not have an extreme impact but at times fsrgiet neglected.

Charlotte is also quite aware of career impact amilfy however, their families would
understand. They both find ways to compensatefdonily’s lost time. Charlotte also

commented;

| used to go to work on Saturdays and | used tokwr to six o’clock during work

days. | am always the first to come to school &edast to leave.

She would not see that as a problem but as hecatezh to her principalship and although
she compensate for lost family time, she would atsfie her family understand the nature of
her job. However, Smulyan (2000) argues that iinea leaders fail to strike a balance
between their work and life one or both elemengslikely to suffer. Balancing the two is

not a big challenge as these two principals ungsrstudy claim. However, striking balance
between the two is a problem unique to women as orerthe same positions do not

necessarily face such challenges (Lumby, 2010).

Family support and balancing work and family, ieses the two women get enough support
from their families. Thus, if family impacts onettwomen’s careers in a positive sense
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women are likely to be successful in their care¢tewever, if the impact is negative, that is
if women do not get support from the family andhiéy do not budget their time to cater for
family as well as their work, women are likely t@ megatively affected and that will
negatively impact on the schools (Lumby et al., ®01Even if the impact of family is
negative some women successfully achieve agaissbdas (Coleman, 2002). Women in
this study could also balance domestic responsds)ifamily life and the work place well.
However any female principals who fail to strikebalance are likely not to realise their
successes in their careers (Moorosi, 2007). Thisonsistent with Lumby et al.’s (2010)
research who found out those women’s challengésatership stem from failure to balance

their perceived gender roles at home and theirecsre

4.4 Induction, training and development of women princpals

It seems there is no adequate induction done bydépartment of education on how new
principals may handle policy. Thus, Jane reliehenhusband to get support on the policy

part of the system she is not well-versed with,ibwthich her husband is an expert;

My husband is an advocate, so he has been helpengith the law part of the school

(Jane)

Charlotte also lacks expertise in the area of gaitd finance and one may conclude that she

did not get any induction;
Policy and financial responsibility is a very hugeblem(Charlotte)

Research carried by Moorosi (2010) to South AfriGatondary schools women principals
shows that women lack training in management. T&h&n indication that the department of
education is not doing enough in as far as givimguction to these newly appointed is

concerned. This is evident from what Jane said;
| received only one or two workshops from the Dapant of educatiofJane).

The two women principals claimed that most of tteening they did was self-sourced and

Jane claimed not to have received any inductiom fifee previous principal.
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From the previous principal none, not even handoVery well informed members of
the school governing board were mentors. Sourcéztread run courses and attended

conferences. Learned the hard w@dgne)
Charlotte’s response was

| received training from Principal of Possibilityrggramme, union training, district

training and financial trainingCharlotte).

It seems the training they receive is still not wyio because they have challenges in School

financial management, policy implementation anaigighary problems.

My challenges are maintaining discipline in largeheols knowing the policies and
consistently managing within this framework becawgerating smoothly within

policies helps one to manage confidei@parlotte).

45 Confidence and education

Confidence and education are other factors whighachon women as they perform their
principalship (Moorosi, 2010). The two women shdveehigh level of confidence in what

they do;
| am very competent in what | ddane)
| am a positive person and | am very ambiti¢Qbarlotte)

The two women displayed a high level of beliefheit competencies. But for Charlotte, the
use of the word ‘ambitious’ shows a characteribtyond confidence. These two women

showed determination, enthusiasm and commitmenh#d they do.

Apart from acquiring a post graduate diploma an@oat graduate degree as shown in
Table 2, Charlotte and Jane took courses, modules and siops in leadership and

management;

| have a Bachelor of Arts degree (B.A), post grdadudiplomas- Higher Diploma in
Education and Further diploma in Education; Bachredd Education honours Degree
in Management, Advanced Certificate in EducatioBEA(Charlotte).
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| have a Bachelor of Arts in English, Drama andhfiand a post graduate Diploma in

Education(Jane).

Educational qualifications seemed to have beengaifgiant factor which helped these
female principals in enacting principalship. Thettucation and qualification have positive
effects on their career. This is confirmed in Lymét al.’s (2010) empirical research on
women who enacted principalship and those who \asparing to be principals, education
was viewed to be the strongest theme where bachelomaster’s, educational management

courses and other short courses were seen to pese&iul in principalship.

4.6 Professional route to becoming principals

Prior management experience played a pivotal rolgeparing them for principalship. This
is a significant personal factor that did not opkgpare them for principalship, but it boosted
their confidence as well. These women principalsns to have enacted the senior teacher,
head of department and deputy posts for a very tong before they become principals.
Significantly, Charlotte and Jane were already sgdoto management through their prior

management experience.

| have been a teacher, then Head of Department (HExylish, then deputy. | am

also a provincial examiner and a moderator for EsigINCS examinations. Much of
my knowledge as a principal is drawn from my e)gere as a deputy. The previous
principal’s management style was to delegate. dloh learnt about everything...he
gave it(work) to the deputies to do. There are a few things thlaave not done

before. | did disciplinary hearing. | have doneentiews and | have done staff
placement. Everything | do now in school, | ongaegienced it in my role as a deputy

(Jane).

| started as a teacher then HOD Geography, demégior deputy and then principal.
| also worked for Umalusi, marking exams, seniorkag chief marker, examiner,
external moderator, wrote and edited books. | eed@n HOD post for geography
for quite long and | became a deputy then seniquuide the roles | performed for

quite long and | was quite confident that | cowddd a schoolCharlotte).
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The exposure to prior management prepared thessdeprincipals for principalship. This is

consistent with women in Moorosi’s (2010) study wid not only use prior experience as a
“booster of confidence” but also as a factor thatde them suitable for principalship (p.
552). These experiences prepared them with negeskidls, knowledge and all aspects of

school administrative work (Lumby, 2010).

4.7 Gender discrimination in accessing principalship

Of significance was how hard it was for Charlottel dane to access principalship. The two
women had concerns to voice on their accessingipalship as well as their early days as

new principals:

The former principal wanted the male deputy to & on line...l was promoted to be
the principal although there was a delay...there vmas handover from the old
principal...not even keys to the office...not evetea fit was quite stressf@Jane)

| went for interviews but never got the job...frustrh..l went for an interview again
and never got the job and one lady came to me aid] $rou did not get the job
because a man is coming from Cape town to gejahigCharlotte).

This is a significant finding which shows that iasvnever easy for both women principals to
get appointed. Equally significant is the factttdane did not get any hand over from the
previous male principal because he preferred tHe deputy to take over. It can be stressful
like what she said. This data is important in ihaupports the fact that there is a continual
“preference for male leadership which mostly masigeat the level of appointment”

(Moorosi, 2010 p.547). Women are still viewed apable of only performing inferior roles

by societies (Lumby, 2015). Because of theseratishs and stressful conditions at the level
of accessing, it is most likely that many women rgase up resulting in underrepresentation

of women in leadership of suburban co-educatiorgi Bchools.

In their journey of promotion seeking, Charlottelalane seemed to have been ripped off of

their confidence as they both commented;

| was always shortlisted but | never got the jold drthought there was something

wrong with mgCharlotte)
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The former principal preferred the other male dgptt be his successor and |

thought | would never get the jgbane)

Although they were faced with these challengesy ittid not give in to those challenges.
Instead they continued applying for principalshygre though it seemed their efforts were
disapproved. | also discovered that gender disodation is higher at the level of accessing
principalship than enacting principalship. Disanation of women is a hallmark of
apartheid and it is deeply entrenched in Africaniettes which are patriarchal in nature
(Faulkner, 2015). As a result, even after the iesibn of gender inequalities, after
independence, women are still viewed as subordin@enen (Moorosi, 2010). They are
seen as not capable of leading but can do otheryader the supervision of men. Because
of this it seems accessing stage of women prirgifralm both national and international
literature is where most discrimination takes pléCeleman, 2005; Moorosi, 2005). This
research was mostly on Charlotte and Jane’s expp&seon enacting leadership, emerging
data showed that the two ladies had a lot to sagender discrimination at the level of

accessing.
| got the job when | was 55, very old to be a ppat(Charlotte).

| think he(former principal)went to the department and the forms were delayéd...

only took up the post in May and it was delayee bk a yeafJane)

The barriers which are at the accessing level amdhamay not be overt were also seen to be

acting against the women principals’ promotions.

4.8 Gender discrimination in performing principalship

From the analysis, Charlotte and Jane claimedmbave seriously faced challenges related
to gender in their enactment of principalship ieithschools; however they were not in a
position to precisely contend that they do not faicg discrimination

Not overtly(Jane)
| don’t think there is any since | became a priatiCharlotte)

From their responses, it is possible that thesewanmen did not face any discrimination or it
might be that discrimination was there but theyrmaked its presents because of their
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personalities discussed earlier of dedicationngtieand commitment to successfully leading
the schools. From Jane’s response | learnt tisatidiination might have been present but it
did not directly affect them as in the level of @ssing. Both national and international
literature confirms that most discrimination happeat the level of accessing such that
discrimination at enactment of principalship becemminor and even unnoticeable
(Blackmore, 2006).

Overt discrimination had since become illegal, ieas and learners may discriminate but a
kind of discrimination which is hidden and whichedonot break the law, and that is covert

discrimination. This kind of discrimination marsts in what Jane said;

| am sure there are people in the staff who thtiskbetter to have a male principal.
But no-one has ever mentioned it to me. Thing®twith discrimination, stereotypes

and attitudes do not confront me directly underghsten{Jane).

Overt gender discrimination practises may have dmurteit seems there are covert gender
discrimination practices that indirectly affect wemin their leadership roles as principals
(Lumby et al., 2010). It may not be easy to erai@dicsuch misconceptions voiced by Jane
because patriarchy is deeply rooted in South Africammunities (Faulkner, 2015; Moorosi,
2014) and voicing these concerns in a way makelpeaeglise their gender misconceptions
about men and women. Women have a very long kistobeing viewed as subordinates to
men in many communities, therefore despite the laigcrimination may happen
unconsciously. However, it seems the majorityeafchers and learners do respect and are

positive with the kind of leadership these womendgto their school contexts.

4.9 Gender discrimination from the community

Both Charlotte and Jane contend that they do ru# &y gender discrimination from the
school communities which they are leading. The rooimities respect and they were even
happy with the way these women were leading. fdusals the successes of these women in
leading diverse communities in suburban high school

They often give positive feedbdClharlotte)

| have good reputation in the commur(iiyane)
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However, although Jane attested to have good stgmdihin the community she is leading,

there are certain perceptions within this divexm@munity as Jane asserted;

In this school, we have high placement of Musliarders and there is a certain
feeling in the community as people often ask nseqgiestion; ‘Do the Muslim fathers
respect the female principal?’...I have never &y discrimination from a Muslim

family, learner or father based on gender

Jane thinks the first impression you show on yeadership determines how people will see
you throughout your leadership life. The first magsion one gives helps people to erase
their misconceptions about you and the social rplaged by women. Jane asserted that;

Maybe initially, they felt putting a woman as ammipal in a school is a disadvantage
but I am very competent in what | do. So | expeat if there was any misconceptions
about m¢gpeople who wanted to pull her dowmhave put them to failure.

When leading communities of diverse cultural, ethhiand racial groups it is good as a
leader to be well-versed with cultural differencetbat you show respect of other people’s
cultures. Both Jane and Charlotte showed thahéf @nce to be successful in leading such
communities, one needs to show respect for diye(titmby & Heystek, 2011). Jane

commented;

There are some little things you just learn abdwt community, for example, Muslim
community. Muslim fathers who come through thisrdboan’t shake hands with a
male Muslim. It's something they are not comfortabith and | have to be aware of.
Don’t make a big scene of it and don’t be offendedlittle things like that you have

to be aware of (Jane)

Considering others’ feelings first is a strateggdiby Jane as a way of accommodating some
minority groups within her context. Furthermorespect for others’ cultures in diverse

communities is used by Jane as a strategy forrearaspect from different ethnical groups.

The two female leaders both contend that their 8ichoverning Boards are very supportive

like Charlotte commented;

My SGB excels beyond excellent. The chairpers@G& uses his influence to source
things for the schodCharlotte).
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When Jane was still a new principal her biggestlehges were from the Department of

Education officials who intimidated and bullied h&he voiced;

The problem was mainly around the issue of admssfdearners...| have heard a
lot of problems throughout these years, like, thayl, you take this learner, you do
this or open up a classroom and if you don’'t we didcipline you. Those things are

very very stressfylane)

It is most possible that with such threats andrittation from the department of education,
many women may quit or may never try for promotiams leadership (Moorosi, 2010).
Moreover if women leaders continue to work underhsstressful conditions, they will never
realise their full potential. Gender equality @atlership may only be realised if women are
given equal chance and support. Through suppest thight develop self-confidence and
positive attitude (Lumby et al., 2010). But witletscenario as shown in the participant’s
extracts, on district officers’ threats and lackrafuction to the newly appointed, it seems we
are far from realising gender equality in educatiohhis evidence is quite significant in

helping fight challenges faced by women.

4.10 Women'’s leadership styles

Both the women participants demonstrated througir lesponses that they are making use
of a variety of leadership styles. From data asialythe two women showed responsiveness

to the context through the way they led.

The overriding decision of any principal is wheruymanage and lead for what is

best for the learner, the school and the commudape)

This is consistent with Van Deventer and Krug€2803) assertion that there is no one best
leadership style but the situation determines thke $0 use. Consequently, if leaders and
female leaders in particular want to be effectiad auccessful in their leadership they have
to consider the context, that is, the people awd ttircumstances in order to understand a
true picture of the contexts they are leading. eJamd Charlotte lead schools with diverse
circumstances and people within the contexts thag kre very different thus, they exhibit a
variety of styles in response to the context ofgbedrom advantaged communities as well as

disadvantaged communities, people of diverse athrbackgrounds and cultural beliefs.
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Therefore, successful leadership is not all abaditional charismatic traits in leaders, but
the school, the learners and the communities sebyedhe school, also determine the

experiences of these women leaders.

Charlotte and Jane adopted collaboratisriheir leadership style. They showed their @ser

in teamwork as they emphasized inclusive team imgldnd decision making agreed upon
by every member. These women employed collab@&dd@dership that made them flourish,
as well as helping others who were once excluded,women, the black teachers and

learners now take part in group work and decisiaking. Thus Jane indicated;

| know a lot about teamwork and how it works. loads people to co-operate towards

a common goal despite individual differences anckgeoundgJane)

She sees potential in both male and female teadbetts white and black learner which can

lead to school effectiveness. As a result, shedsses the potential in every staff member
and learners so that they could work for the ba&srést of the school. Everyone is talented
in some way that can help the school to improviar{otte spoke of the success she achieved

through incorporating collaboration;

We plan and work together and if | can do it, | ¢caspire my staff so that we can do
it together. If some staff starts doing somethingjjl stand alongside him/her as well

as inspiring others. | think it helps a lot.

In both responses above, staff members are viewedligue individuals but working for the
common good of the organisation. This is constst@th Moorosi's (2006) research on
South African secondary school female principa&he asserted that many women leaders
exhibit consensual decision making and emphasisenvt®rk. Working together in
agreement and harmony is effective in connectimgpua individual ideas for the common
good of the schools. Thus, for schools to be &ffe@rincipals may encourage individuals’
commitment, harmony and teamwork. This is suppolig Grant’'s (2005) assertion that
people’s potentials vary depending upon the indiald, and if various potentials in people

are put together, they may help in school improveraed effectiveness.

Collaborative leadership is a new form of leadgrsikihich is inclusive and it's said to be
attractive to female leaders (Ryan, 2006). Rya@06s point is that collaborative
leadership is mostly exhibited in women leadersl laas the potential to make all members

of the group active, worthy and feel belonging he group as they contribute something
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towards improvement. Although collaborative or ®emsual leadership (used as synonyms
by participants) seems to be very effective in s&ene scholars see it as problematic (De
Grauwe, 2005). The problem emanates from the aegtithat it is unique to women and it
goes contrary to educational market imperativesciwlwere once in favour of masculine
leadership which is against power-sharing forms¢eatlership (Reay, 2002). However, this
style as exhibited by Charlotte and Jane seems teby relevant and inclusive because all

teachers take part in building the vision of thieasis.

If a staff member comes up with a bright idea welistuss it, come to an agreement

stand alongside to support him\h&harlotte)

Furthermore, although this style seemed to worktlier better, traditional leadership seems
not to value it (Lumby et al., 2010) because thejieled that it is not easy to reach
consensus especially when people have a varietyeat to contribute. Trying such a style
shows that Charlotte and Jane are accommodatitkeo®F' century which calls for new
forms of styles that should be flexible to addréss ever changing environments (Alvesson
& Billing, 2000).

Charlotte and Jane also exhibit a style which nestsf from servant leadership. Charlotte

asserted;

| don’t tread on my authority over the staff. | @ctually there to serve them. | am
there to serve the children and | am there to séneeparents. So my attitude is one of

giving service and at the same time leading. | lbp@&xampléCharlotte)
Jane also thinks her style has a lot to do withiesgrleadership;

| do think I will qualify for servant leadership ¢euse | am very devoted to the school
and | think | do lead by example. So | work vergyveard because | believe in

excellent servicélane).

The two women appeared to be devoted to the sghibelstaffs, the parents and the learners.
Furthermore, they believed that leading by exangpestyle which helps the subordinates to
watch and learn as opposed to compelling the susiess to do whilst the leader is detached

from the task.

| said to my staff right from the beginning thatill never ask them to do something |

am not prepared to d¢Charlotte)
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Thus, Bush (1996) postulates that women leaders bw®yflexible and may possess
interpersonal skills which allow the stakeholdersihderstand and participate better as they
learn from their leaders. Being exemplary has breca common factor which defines these
women'’s styles. These women leaders did not implose authority but they participate
along with others in order to achieve. Alvessod Biiling (2000 p. 144) postulate that the
scholars of gender have indicated this as femiarrentation to leadership which has become
inconsistent with traditional managers who impdssrtauthority on others. It is argued that
people work better through persuasion and influeatteer than force (ibid).

The two female leaders showed that they also lgadonsulting. They both argued that
consultation helps to harness the potential inviddals as well as enabling them to be more
inclusive. As a result, they believe in the powérconsulting as opposed to traditional
leadership which view only leaders as the custodiaall knowledge (Alvesson & Billing,
2000). Because the two women principals were niextercted in their new roles, they relied
on others within the contexts that were more kndg#able. From the participants, |
discovered the use of consultation when one wantsarn and employ the best method of
doing things.

| have a very big experienced management team doccbnsult with them. | also do
consult with my husband on the law part of educatihich proves a challenge to me.
It's quite useful to have a lawyer on your govegninoard...or someone who is

familiar with that educational law to be on theesafde(Jane).

Jane consults with her husband on the policy datiesystem. Furthermore, there are also
members of the school Governing Board who work astors to support her and help her

understand her career. Like Jane, Charlotte alesuits her management team as well as
staff members.

| do consult with teachers, School governing bog&B) and School Management
Team (SMTJCharlotte)

Although both claim to use consultation and conserapproaches, Jane felt that she has
been over consultative especially with the teachleesefore she has since become more

autocratic in her style.
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The danger of being too consultative is that wedsaling with a staff of 65 teachers
and they are quite difficult to manage, they hawe their ideas and they like their

own way. So | think at times you have to be ancatic leader(Jane).

Although consultation proves to be beneficialsitat times problematic when people do not
come to consensus on decision making thereforsydh situations, Jane has since adopted
autocratic leadership in her style not becausdrgtgeto emulate men but she considered it to
be the best in as far as the situation and theegbat hand is concerned. Thus some scholars
argued, instead of putting labels to styles as rigmei and masculine, (Alvesson & Billing
2000 p.152) suggest that we should look beyond gredifferences and see these styles as
complementary where “men as well as women are ¢adlacting in what may be labelled
masculine and feminine ways...dependent upon thatsitu” Labels only help to widen the
inequality gap between men and women without necdgscontributing to school

effectiveness.

Mia (2014) contended that each leadership stylegitteeshe fact that its feminine or
masculine orientation may have certain advantagesrting with the context. As a result,
Jane combined different styles, including the ornéctv is perceived as masculine, making
use of each style to close the gap which the puslyoadopted style could not address.
Alvesson and Billing (2000) postulated that we dti@top looking at these leading styles as
gendered because each style whether feminine oculiraes have the potential to improve

schools when merged by principals whether malemaie.

The two female principals see the potential of giafien of responsibilities in their roles as
principals. Both Charlotte and Jane raised delegatf responsibility as their style and Jane
clearly demonstrated how she did it. She seestpertance of having both male and female
teachers at each level of leadership in suburbadagational high schools.

The management in co-ed high schools has to begyktiabout very careful. | am
very lucky because | have three deputies and oca&ésy strong female and the other
two are male. | think if we had a female managemn at the highest level of this co-
ed school, | think we would battle. Boys need nrale models especially in
education they bond sometimes well to a male aityhdrfeel | have managed the

potential difficulty of female principal controliinboys as well as giridane).

Placing both males and females in management igtegy for Jane in that she delegates

anything to do with boys to male authority and &img to do with girls to female authority.
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Moreover, placing females in administrative rolesswecommended by Coleman (2000) as a
strategy to create role models for girls as welbgecting them from sexual harassment and

reduction of gender inequality.

When it's a co-educational high school, it seemereéhs need to complement males and
females to make the schools very effective. I ttase, Jane was not arguing that female
leaders are not in a position to discipline thesbbyt to her it's a dynamic she understands
that boys feel comfortable with male authority. wéwer if women cannot be in control of
boys by themselves, some scholars call that a vesakm female leaders (Lumby et al.,
2000). Jane did not see it as a weakness on hiebytaas harnessing the potential in male
teachers to help boys flourish as boys get expdsuneale role models. Charlotte and Jane
prove to follow a kind of leadership which allowsstdbution of authority within the whole
school. It is evident from their stories that éatners or parents want to query or have
suggestions about certain issues, there are cettamnels within the schools that have to be
taken and not just going straight to the schoahgpal even with petty issues that can be
solved at the lowest level of leadership.

Most of the problems in this school are solvedhat lower levels of leadership. In
other co-ed high schools there may be only fourentedchers whilst | have 17 male
teachers and they are all amazing and they maké sudifference to the boys. |
definitely think there are issues which these bbgse which they are more

comfortable when dealing with the male sta#ne)

To further strengthen her argument, Jane compageddiool to other schools as she talked
of yet another dynamic which she claims it's uniguéer school and makes her school very

effective.

| have grade heads for each grade and each gradmmsrolled by two teachers, a
male and a female and most of the problems in thed are solved at that level

(Jane)

Therefore Jane is very much into the idea thatdrgzational high schools need both male
and female authority in equal proportions to fumetisuccessfully. Her idea is not to
eliminate men but to work together with everyonetls# same time giving access of

opportunity to everyone.

Charlotte on the other hand gave emphasis to @ styeadership which is relational.
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| know all my staff members, | know their probleand | know their families because
| ask them. | visit them in hospital. | visit mylleagues’ children in hospital. | take
time to know who | work with. Even my ground stafihow how many children they
have, | know which school they go to. So they dways comfortable to come to talk

to me(Charlotte).

Charlotte acknowledged that knowing her staff iatiety helps them to feel the concern and
love from the principal so that they see the sclasopart of their homes hence delivering
well. However, some scholars think that much & time for instructional leadership is
wasted in trying to build relations with the stafBecause of that some critics of feminine
leadership viewed it as a feminine leadership stylech they perceive to be very weak
(Alvesson & Billing, 2000). Charlotte does not gh#he sentiment because she claims it is
how she builds unity. In other words, it is a cooss strategy directed at building unity. She
attempts to build unity and hopes it will work toite people in diverse contexts for the

common good of the school.

Furthermore, Charlotte valued respect for everyon¢he organisational context so that

learners, parents, teachers and the community esyd be part of the system.

| respect them. | even respect a grade 8 boy dr Nly style is not to scream and
shout, beat and bash and belittle. | don’t do thadon't belittle people. That's why

my staff is secur@Charlotte).

Respect for others is used by Charlotte as a conoapake the people around feel secure.
Respect may also bring openness and staff wilhk@eposition to disclose their concerns and
may foster an atmosphere of trust leading to a wcind atmosphere for teaching and

learning.

4.11 Effects of the two women’s leadership on their prinipalship

From data gathered, it seems the styles employedhbytwo women principals have
complementary and significant value to their pgpadship. The female leadership styles
discussed in this chapter namely consultative,aserieadership, collaboration, delegation,
relational and empathy seem to add value to theicipalship, and however they may

impact negatively depending on contextual factors.
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It seems people respond positively to how Charlmtig Jane lead
| think they feel secure and deliver we&lh@arlotte)

Learners and parents are appreciative and posifivee majority of the staff does not

have problems with the way | leathne)

A significant finding shows that the community, dears, learners and parents respond
positively to the way the two principals lead. $t evident that people are beginning to
understand women’s leadership although it has laegued (Blackmore, 2013; Chisholm,
2001; Lumby et al., 2010) that it is not completatgepted. Research indicates that women,
because of their styles of leadership they havealmlifes that fit twenty-first century
complex schools (Alvesson & Billing, 2000). Thistsas a positive factor to the women in

this study.

It was interesting to note that Charlotte and Jilderately employed the above leadership
styles not because they are viewed as femininestshib styles (Alvesson & Billing, 2000;

Moorosi, 2010) but that they were appropriate ia tontexts they were leading. Thus,
Christie and Lingard (2001) argue leadership shdealdinderstood and interpreted in terms
of the contexts the leaders are operating withBecause former Model C schools serve
learners and communities of diverse backgroundsrlGite and Jane acknowledged that

their styles helped them to be effective.

My use of various leadership styles is determinethb situation at han@ane)

4.12 Misconceptions about former Model C schools

In respondent led research, everything discussesigamsficant by respondents should be
taken as valuable data. The two women in thisysgltbwed frustrations about people’s
misconceptions of the former Model C schools. Tdmserged as a cause for concern for
these women principals. From data analysis, | doaut that these schools are still viewed as
advantaged schools yet there are many changewmtkaplace after 1994 which of course led
to deterioration in funding and resource avail&pilif these schools. Prior to 1994 they were
all-white schools with the unequal distribution resources which was in favour of those

schools.
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| think the perception of former Model C schoolsasy wrong. Because when
| read from literature about former Model C schoalsd their privileges | get
incredibly angry because my school is a transforsatbol and many of our

learners are fee exemption learnefdane)

My school is one of the poorest former Model C sthavith many learners
exempted from paying fees. The school also accoate®anany learners
from a nearby informal settlement. Therefore thHeost does not have enough

funds to run and even to pay water and ligi@bkdrlotte).

The two former Model C schools led by Charlotte dade appear to have transformed and if
the Department of Education officials lack awarenekthe reality of the situation, it gives
unnecessary pressure to the principals within sochanisation hence challenging

experiences of principalship (Lumby & Heystek, 2011

In summary, based on Christie and Lingard’s (2a0ige part frameworkTable 3 below

presents the impact of contexts on the two womexyperiences:

Table 3—Summary of principals’ experiences

Context Positive Impact (successes) Negative Impact (challenges)
The Individual e Family support e Lack of induction
e Balance workl\life ¢ [Insufficient training in policy
e Prior-management experience and finance
e Education and qualifications
The school e Respect from the majority of e Poverty and diversity
learners and teachers e Intimidation from education
e Positive response from staifs officials
and learners ¢ No handover from the previous
e Effective leadership styles principal
e Delay in accessing
principalship

e Misconceptions about former
Model C schools
e |Insufficient training from the

department
e Covert discrimination
The social e Respect from the majority of e Covert discrimination
parents and the community e Poverty

e Supportive SGBs
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Table 3 shows that there have been negative factors braulse of how the two women
reacted to these patriarchal negative factors lizee not necessarily been negative in terms
of their experiences. Through the theoretical avork, | have gathered how the two
women experienced leadership of former Model Caaeational high school. The personal
factors which, includes family support, home expece, confidence, education and their
gualifications impact positively on their experiesc The two women have both emotional
and professional support from their husbands. Gttarand Jane also indicated that they are
in a position to balance their life at work anet ldt home. The two women’s qualifications

and prior management experience help them to biédeon and successful in their careers.

Charlotte and Jane are strong, ambitious and dedideaders who refuse to be intimidated
by the negative attitudes surrounding their leddprsn schools with some individuals

doubting their capability especially in the accegsstage and early days of principalship.
Support from their families, the majority of thataff, and majority of the parents helped
them to excel against the odds. However, theyrlgldadicate that the department of

education needs to offer more support to principalsduction and throughout their tenure.
This lack of district support as claimed by the twomen principals is well observed in

many research studies, (Faulkner, 2015; Lumby, 28t@rosi, 2010 & 2012).

The context of the two former Model C schools redaed revealed that though the schools
may fall under the same category of diverse coraexit formerly advantaged schools, they
imposed different experiences to the two womenggads. Findings for this study, as
already discussed in chapter three are not, nantmeded to be, generalisable.
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5. CHAPTER 5: GENERAL CONCLUSIONS AND RECOMMENDATIONS

5.1 Introduction

This study set out to explore the experiences af pwncipals in leading former Model C
high schools. It also sought to explore womengypials’ challenges, successes as well as
their leadership styles in leading diverse ethmitosls which were formerly all-white, pre
democracy in South Africa in 1994. Central to stisdy was to give ‘voice to the voiceless’
(Smulyan, 2000), showing the nature and the imppetifically of women'’s experiences in
suburban co-educational high schools which remamsnder researched area. Highlighting
and bringing awareness of their experiences inettamntexts may lead to eradication of
challenges for effective leadership. Firstly, tti@pter draws together and gives conclusions
to what was discovered about the experiences ofemopmincipals in leading suburban co-
educational high schools, and considers how thearel questions were addressed.
Secondly, the chapter reflects on the limitatiohthe study and also make recommendations

for further research. The research questions were:

¢ How would the two women principals describe théialienges and successes within
the contexts in which they work?
e How do the two women principals define their leatigy styles?

e What is the effect of their leadership styles agirtprincipalship?

5.2 Conclusions

This study explored the two women principals’ exgeces in leading suburban co-
educational high schools as well as the impact arftexts on the two women leaders’
experiences. Because the study sought for an stadeling based on the two women’s
perceptions of their experiences (and not on hdwerstview them) as leaders, it employed an
exploratory approach which is an aspect of qualdatesearch which seeks an in-depth
understanding of social practices of the two worpemcipals. Therefore, the research

guestions aimed to discover the two women’s constm of their leadership based on their
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experiences within suburban contexts. Below, | démonstrate how the main and the sub-

research questions have been answered;

5.2.1 Conclusions for each research question

The first sub-research question wasw would the two women principals describe their
challenges and successes within the contexts iolvthey worR The question required me

to explore the women'’s challenges, progress andesges in as far as leading former Model
C high schools was concerned. | started by outlinvhat these women said were their

challenges.

Research question 1
Challenges of discrimination

Charlotte and Jane experienced discrimination inesging principalship. In enacting
principalship, both seemed to be not aware of lgpexperienced much of it. It is evident
that early days of enactment were quite difficudicéuse of critical scrutiny and threats
especially to Jane. Covert discrimination mightéeheen present because they appeared to
feel there was discrimination but could not actua#ll. It is quite possible that covert
discrimination still exist because of the cultusiereotypes embedded in South African
traditional patriarchal communities (Faulkner, 20lLémby, 2015). They are aware of how
women are regarded in the society especially byMhuslim communities. However, it
seems the two women under research have very spensgnalities and were determined to
succeed by disregarding or overlooking some of éhegvert discriminatory practices.
Furthermore, the impact of discrimination espegialh accessing principalship might have
provoked enthusiasm to succeed hence successtat@imslds. This is supported by Lumby
et al., (2010) that women should fight discrimioatby acting against it. It is a fact that not
all women can stand such pressure, as a resulg smmen may decide to quit, this leading
to underrepresentation of women in leadership. eEgpces of intimidation and threats from
the department, teachers, learners, parents andotimenunity may negatively affect the

principal as well.
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This study shows that to a large extent the probléawed by these women had less to do
with gender (as they expressed their perceptiodshatiefs) but more to do with the generic
problems of leading former Model C co-educationajhh schools in a period of
transformation with the resulting demographic clemgn the schools. These generic
problems range from instilling discipline in sch®olwith diversity, managing and
implementing policy and dealing with financial issu Because the department of education
did not offer much support these two women wentauheir way to source support in their
roles as principals, but they still faced many lgrajes in their leadership roles.

Progress and success despite the challenges

From this empirical research, there was evidencprofress towards success in as far as
eradication of gender imbalances is concernedanwio schools researched. Both principals
believe that most of the teachers, learners, paard the community respect and emulate the
way they lead. They both confirmed that they neseisubstantial support from their
families, their husbands and their colleagues, bettale and male. However, Jane did not
receive any form of induction or handover from firevious male principal because of his
preference for the male deputy to be his succedglmreover, the two principals claimed to
have received insufficient training for principajshfrom the Department of Education.
Charlotte waited for a long time to access prommtas a deputy principal as well as
principalship. She only gained principalship wiskée was fifty-five years, an age very close
to her retirement. Although my focus was not omvhibey accessed their principalship, it

seemed a lot of discrimination is experienced aessing principalship.

Research question 2
Women'’s leadership styles

The evidence that was gathered initially througtrieef questionnaire then a follow-up
interview showed that the two women principals tta@e extent exhibit similar ways of
leading in these contexts. Both women showed tthey lead by collaborative, relational,
and consultative styles. However, Jane believedwtation may be effective and useful to a
certain extent because some situations and peadptnvher context called for autocratic
leadership as discussed in chapter 4. This sugtestthe two principals despite the diverse
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ethnic backgrounds in their schools have the sagsgalto unite by emphasising consensual
decision making and consider every individual aseamber of the team necessary for the

effectiveness of the school.

Charlotte and Jane placed emphasis on employingrseleadership. Servant leadership is
defined as “serving people through [one’s] inhemnength” (Adair, 1989 cited in Maringe
et al., 2015 p. 20). Such kind of leadership aflame to look at hidden causes of teacher
behaviour or learner behaviour and work togetheh \ihhe teachers in order to overcome
negative tendencies (ibid).

This is a way of showing their commitment and datian to their organisations. Instead of
just delegating everything to the subordinates,ytiead by example helping and
demonstrating to their staff how to do things. yltieel that showing staff, parents and
learners how things are done will help them angimesthem to be committed for the

common good.

Unique to Jane is the criteria of diverse staftptaent which she used in different leadership
roles. She emphasised the fact that since theokblas diverse learners, she places teachers
who represent the diversity of the learners in stihterms of gender and to a lesser extent
in terms of ethnicity, to various classroom sitaasi and leadership positions. She believes
that boys need male staff as girls need femalé sfef a result she has males and female in
her management team. She also introduced gradis i@aeach grade, male and female so

that if there are issues concerning boys only s gnly, the leadership is well balanced.

Charlotte placed emphasis on a relational typeadérship where she thinks leadership can
be very effective when she knows and respect ladf, gtarents and learners. She stopped
corporal punishment which was still practised agiathe law and also shouting which was
rampant at that school and introduced respectdon ether. The fact that she builds in depth
knowledge of and sound relationships with her staffnmands respect and feeling of
togetherness. What is important is that the twanem principals never tried to adopt
masculine traits to be successful leaders (CuBilBrown, 2013). Women therefore can be

very successful leaders without imitating male éxalip styles.
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Research question 3
Impact of their styles

The two women'’s styles seem to be working for tlseiccess. The fact that they employ

collaboration, social and emotional intelligencgdest and concern for the learner seem to be
positive to their staffs and the community. SetJaadership is also what the two women

emphasised as showing dedication to the schooysateeleading. Because of the way they
lead, the two women command respect from the staifisthe communities they are leading.

Both staffs parents and the community feel theypar¢ and parcel of the school because the
two women principals do harness the potentialdlimadividuals hence school effectiveness.

Despite the challenges they encountered on acgeasith Jane’s first days of principalship
which include intimidation, lack of support from etheducation department, covert
discrimination, Charlotte and Jane disregardedtds by creating opportunities and leading
styles that made them successful in their leadersbles. They were even determined to
educate themselves for their new roles. Howewetr,ali women can stand such pressures.
Therefore it is imperative for the Department oluEation to pave a way for women so that

they realise their successes without discriminatiostacles.

Women should not therefore be intimidated and teresd but encouraged. Also a cause for
concern is that women should be mentored on hdvamalle policy because it appeared to be
a challenge to both women. Although it seems $pageslowly accepting that women are
capable of leading effectively, there are some agsbthe staff and the community who still
feel they need males for leaders. This shows hamiety is deeply entrenched in patriarchal

practises and they turn a blind eye to transforonatiFaulkner, 2015; Moorosi, 2010).

In terms of the personality, the two women undepl@ation showed they have suitable
qualifications for principalship. They even at&inhpost graduate degrees and diplomas.
They were also very confident and showed that thene very successful in performing their
duties. Although they are quite aware of theipoesibilities as mothers and how the two
roles may impact negatively on each other they plaah try to minimise the impact. This
goes contrary to the notion that women are predantip home-makers, child-bearers, lack
confidence and motivation and fear the challendeleadership (Lumby et al., 2010). In
fact, these two women went extra miles to sourcedorses, workshops and knowledgeable

individuals that helped them to acquire knowledgesome aspects of their roles as leaders.
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With regards to former Model C schools as orgarieat the majority of the staff and
learners respect how these two women lead, howbeee are some few who have shown
though covertly that they prefer male leadershigane’s school. In Charlotte’s school, it
seems her leadership is accepted by nearly everyibiseems age and physical appearances
also play a pivotal role in whether people willpest your leadership or not. Jane is small
and quiet, in her early fifties and she thoughtaose of that in her early days of leadership
people thought she may not be capable of leadinly awbig school and people had to learn

and understand that, ‘Il am a very strong woman'.

The fact that Charlotte believes she did not fate discrimination as a principal shows us
that not all women face discrimination in practicelowever, it is a fascinating subjective
truth because while research shows that it is commopatriarchal societies like South
Africa to face discrimination as a woman leaders ivery interesting that Charlotte did not

consider that she faces any discrimination in bhosl and that’s her voiced truth.

Both women are frustrated about the misconceptiothe privileges associated with the
former Model C Schools. It emerged that former Bldd schools are no longer advantaged
as they also accommodate learners from very faly aaanships and those from nearby
informal settlements who are exempted from paye®sfand since they have quite a number
of learners like that, the schools’ finances araiséd. These schools now need government
intervention just like any other schools. Chadwttschool has become poor to an extent that
they cannot pay for water and lights yet it is gred as an advantaged schools and
advantaged in this case has lost its meaning. Warlling, so they said is what made them

successful.

The parents and the community respect and likeéetdership offered by the two principals,
as shown through their comments to them. HoweherGauteng Department of Education
is not doing what needs to be done to induct andtonethese newly placed women
principals. The gender equity and equality poficaee not effectively monitored to eradicate
quickly these differences between men and womehis $hows a serious misalignment
between gender policies and practice. Women sdhidy had to work extra hard in order to

prove that they are capable.
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The main research question

This research’s overarching research questionrhasy do women principals experience
leadership of former Model C co-educational highaus? They may be many challenges
in their contexts ranging from gender discriminatitack of training and home challenges
but the two women under study have not allowed eghoballenges to affect their
principalship. In fact, they work to find waysdmeliorate such challenges. The two women
principals varied their leadership styles and tiet a positive impact on their running of the

schools in their contexts.

5.3 Important reflections and contributions of this research

| feel that | did not give the participants muchoeoto talk about former Model C schools
and accessing principalship. Whilst | felt thatenviewing a participant in her house was
ideal because she felt relaxed, phone calls frdatives were disturbances. Interviews in a
school office were very formal and the participaotild easily recall scenes because she was

in the context where most, if not all, of her expeces happen.

This research has gathered crucial contributiomgatds understanding the context of the
former Model C schools and women leadership inptiesent time. However, a longitudinal
research is needed to understand fully the expmgemf women principals in suburban
secondary schools that had dramatic demographitgeisgoost 1994.

5.4 Recommendations

From the findings, this study exposed the need fimther research in experiences of
principalship in suburban high schools. Therefoeepommendations are very important for
planning for future research. The contexts in Whztharlotte and Jane lead call for many
different styles in their leadership and from thedings | discovered the two women
exhibited a variety of styles. Equally importast how the contexts present challenging

circumstance to the two women and how the womertesded despite the challenges.
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Through their personalities and leadership stylssugsed in chapter 4 the two women
succeeded against the odds. This study was smadll b&cause of that it cannot be
generalised. As a result, a bigger study which tmaygeneralised is recommended. Such a
study may also help to inform and direct futureigpes. The other recommendations are

presented in bullet points below;

» Equal opportunity to both genders should be takém ¢onsideration when recruiting
principals. Policies should be practical and fameand transparency should
accompany how principals are appointed.

» The Department of Education should encourage, apgast new female principals
by conducting courses and workshops to learn nrothair new roles especially on
how to handle policy in schools and school finance.

* Principals must be taught on how to handle diversit schools harness people’s
interests towards common good despite heterogeneity

» There should also be a policy on handover takefseer an outgoing to an incoming
principal so that the new female principals finthgs in place.

» The community and societies should be trained aadenaware of gender issues.

» The women who aspire to become leaders must beogedpmnd receive mentorship.

» Women must be encouraged to continue with theiiegsional development as it will
give them confidence in their roles as leaders.

» Research may be conducted on leadership of formmteMC schools and whether
they are still privileged\advantaged, their statwsd their position need to be
conducted.

= Research on women’s experiences not only in subusbhools but also in township,
and rural schools countrywide should be conducaiezhtible greater understanding of

women'’s experiences in leadership.

5.5 Summary of conclusions and recommendations

Charlotte and Jane’s experiences were negatividgtatl by entrenched patriarchal attitudes
within the communities they served. As shown sesech policy and legislation has failed to
completely erase such attitudes internationally &odith Africa in particular (Faulkner,
2015; Chisholm, 2001; Coleman, 2001). Context gkys a pivotal role in principals’
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experiences (Christie & Lingard, 2001; Cubillo &d®m, 2011; Moorosi, 2010). This is
particularly so in South African former Model C sdfs where the contexts cater for diverse
ethnical and cultural communities and this called the two women principals to lead in
certain ways. Despite the challenges the two womeemained strong and led the schools
against the odds. Their families, qualificationsl @onfidence contributed to their success. |
would conclude by stating emphatically that itherefore critical to understand the current
context of former Model C schools and the conseqjuaplications for leadership of these
very diverse schools and their stakeholders/comiiesni This needs to be done using a
longitudinal and wide sample size in order to ustherd leaders’ varying experiences

through greater depth, width and time frames.
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APPENDICES

Appendix 1 — Introduction letter to principals with request to conduct research in
schoolsand gain their participation

UNIVERSITY OF THE WITWATERSRAND, JOHANNESBURG
FACULTY OF HUMANITIES
SCHOOL OF EDUCATION

Educational Leadership and Policy Studies (ELPS) Dision July 2015

PARTICIPANT'S INFORMATION LETTER AND INFORMED CONSE NT

Dear

This letter serves to introduce myself: my namétdia Chiramba and | am a full time Masters
student with the University of the Witwatersrandhdnnesburg. As part of my degree requirements,
| have to undertake a small-scale research projabie area of my specialisation namely gender and
educational leadership. | am therefore warmly ingityou and your school to participate in this
research study. The topic of my researcWWisnen’s experiences of leadership: A case studinaf
female suburban high school principals in Gauteng.

The research intends to explore, through listemingour account, how women leaders experience
principalship in former Model C co-educational higthools. The research will use an initial brief
guestionnaire and then a follow-up interview torifyaand explore in more depth your written
responses. Your participation in this research c¢cadake up to six hours of your time in total, i.e.
completing the questionnaire and patrticipatinghi@ interview. To assist me in the writing up of the
information from the interviews, in addition to eataking | will ask for your permission to use a
voice recorder, but this will be entirely voluntary

Your participation in the study is voluntary anduyoan withdraw your participation at any point
without prejudice. All information obtained durirtbe course of this study will be kept strictly
confidential and interviews will be on a one to d@esis in a private setting. The reporting of th&ad

in the research report will not identify you or &hool, as pseudonyms will be used. The databwill
used only for the purposes of the research repad, for any academic presentations or academic
articles which may arise from the study in the fatu

Your participation in this study will be highly amgziated and the results of the research can be mad
available for viewing at your request.

Thank you in anticipation of your co-operation.
Yours sincerely

Otilia Chiramba Student No. 904048
Contact number: 0733810580
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Appendix 2: Participant’s consent letter

UNIVERSITY OF THE WITWATERSRAND, JOHANNESBURG
WITS SCHOOL OF EDUCATION

Division of Educational Leadership and Policy Sesdi

Research Topic: Women's experiences of leaderstipcase study of two female suburban high
school principals in Gauteng

PARTICIPANT'S INFORMED CONSENT

| confirm that the researcher, Otilia Chiramba, pasonally informed me of the nature of the study.

I have also received, read, and understood thenation and Consent Letter regarding the study.

| am aware that all information that | provide viik anonymously processed in the M.Ed research
report, and in any related research work, acadgiroal articles or conference presentations
undertaken by the researcher, Otilia Chiramba

| am aware that any information | provide will beed for the purposes of the completion of the M.Ed
research report and may be used by the reseafatilea,Chiramba, in articles within research
journals and for presentations at academic contesen

In light of the requirements of the study, | undansl that the data collected during the study béll
processed in a computerized system by the reseaf@tiga Chiramba

| am aware that the raw data gathered by the @se@rOtilia Chiramba, including audio tapes and
written notes, will be kept safely by the researckiilia Chiramba, and will then be destroyed iafte
three — five years, in accordance with Universgguirements.

| understand that | may at any stage, withdraw onsent and participation from the study without
prejudice to me.

| give my consent to participate voluntarily in thestudy. YES/NO

| understand that notes may be taken by the reésear@tilia Chiramba, and that audio recording of
the conversations between us may be made.

| give my consent to note taking by the researcheftilia Chiramba YES/NO

I give my consent to the audio recording of the carersations between the researcher, Otilia
Chiramba, and me YES/NO

Name of participant: ...........ccooiie i

Signature of participant: Date:
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Appendix 3 - Semi structured questionnaire

What are your qualifications?

When did you become a teacher?

What is your marital status?

If you are or have been married or in a permargationship, do you have children?

How has the above affected or influenced your parémce of principalship?

-~ 0o 2 0 T ®

Have you had/ do you have support from family inrycareer?

How would you describe this support or lack of it?

s Q@

What professional route did you take to becomerecipal ?

Did you receive any training /development in suppbrour principalship?

j. How would you describe your leadership styles?

k. How do you think your staff and learners responthéoway you lead?

I.  How do you think the parents and the communitysado the way you lead?

m. Have you ever been aware of, or experienced, saxaibr racist attitudes in your
career and as a principal?

n. What do you consider to be the challenges youdacewoman principal?

0. What do you consider to be the positive factorseifig a woman principal?

p. Have you ever regretted your decision to beconehad principal?

Please provide your responses to the above questioa separate sheet and write as much as you

wish to express your thoughts on each of the ahaestions

Thank you for your time
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Appendix 4 — Gauteng Department of Education Approul letter

PEHHYT GAUTENG PROVINCE
iy W Zogertimvent: Bdeaton

ke | EEPUBLIC OF SOUTH AFRICS
For adeninisteative wse;

. Refersnce no: DEUFIS 7130

| axvepiors: Miaine Brstiingg 19 &4 £33

GDE RESEARCH APPROVAL LETTER

e 22 Jung 209§

Jalidity of Research Approval: | 22 .Juns 2015 to 2 October 2615

Name of Resear:her: Chirgmba O.F,

Addrass of Rosearcher m&&gﬁfgﬁmmﬁ Terace: Sixth Road West

Talaphotie ! Fax Murmberis: 075 381 0580

Erivt axldvuas, otilischirstaba@mgmail.cam i
Womes's ceperiences of lgadarship: & case |

Razearsh Tople: sindy of iwo famalz auburban High Schon)
Principals in Sauteny

Number and type of schogls: TWG Becondary Schuoks

Distrizt/s/HO Gauteng North and iSauteny West

This ieiter serves to indicete thal spprovel is heesby grantsd fo the sbove-menticned
razaareher to prosesd with resesrch In regpest of the study ndicaled dhove. The ofus reals
with the resesraher to negatials sppropriss sod relevart fros schadulzs with the schiselia
emclior ofiices involved. /A separate ooy of This ketiar must ba presantad o tha Prindpsl, 565
and i relevarnt DistrisiiHead Office Senlor Mamsger corfinting thek peomilssion has heen
grarod for the rasserdh to be condusied. Howsyer pariclpation & WL NTARY.

The follsadtng cordiions apply %o GDE mesarch. The reseercher has agreed X snd may
mpacesd wilh the sbove study subject to the conditions Faled bekee belng fiet, Approval may
a8 wihdrasn should any of ths conditiens lzted balow ba floutod:

CONDITIONS FOR CONDUCTING RESEARCH IN GDE

1. Tihe DigrdotHesd Offoe Gevie Manageds concmnsd mus b2 presentsd ofh 2 copy of this
Iitar;

2. A copy of this letter musk be foressres] o the achon) principel and the shaireresn of the Schedl
Gioneming Body (BGE), LR

=21 f\«i‘?@ | 1

Office of tee Divector: Knewledge Management and Research
5™ Flaar, 191 Gooanissiener Sres, johannesforg, 2001
ll P03, Bose TPIG, dohanneahurg, 2000 Tel: (01 1) Say IS0
Ernai, Dawid Mekhedo@lpamdanggorza
Wemhsiigr werwsruoslon. oRg.auy.22
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o

& leier | doswonant thet outbes the pumposs of the resesrch aved the anticipatsd aomss of
such mesearch rwst be meds svailable % e principals, SEBs amd DistdabiHoed Offfics Semior
Kanagers of te achealks and disiictsinifiose stroemed,

4. Ths Rosearcher ¢l mabe seary offort chiain the goodedl and enoperstion of all e TR

aifcisiz, pincipsls, 8GR, mathers and lsamem nvolved Palicipstion & solader: and

siddifearal revvinsration will mot be psid:

Fassarch mey only be conducted after ool haurg 2o trat the normal schocl prosramme is Rl

intamupted. The Pringipal endézar Dirsstor rust be exnauited abeud ar approprisis tme when the

reREEhETE My earry oul thelr ressardh g the ailes thal ey manggs;

Reasanan ey only aorvnese It the seood week of Fd;mwy sewe] wivief be canefuded balire

i eginning of the lest quastsr of the scademic sesr. I incormpldets. an amended Rasesrsh

Sproeal lother may be recussizd to contdunt raacarcd i F follawing $8er;

7. lﬁaﬁm & arigd 7 will net apply 1 @ny resemsh effort balng undertslen an behelf of e SOE. Bueh

speeroh will v besh coornaekansd and e pald for by he Seulseny Dopartrment of Edusedon.

8 liiste resemrehers respenihiiiy i okt waitbsn pasnial ernsanl and parnes;

8. The esearcher iz rasponsible for supphing and Ufilsing Mafhar oen ressarch reiounses, such &s
shedicnery, phakeoples, tanapor, faves amd islsphenss snd ehau]h:i mﬁt domend o the gopdsl
7 ing instirdong grdier the aflses visiled v sugplyng such e

8, Ths names of e GUE offvlgls, sohwels, principele, pannis m&m wrd Jedreers Sk
pniiipats in e eudy ey nek sopesr in e ressarch repe withoul the wilken semsent of sl
of ihese individigls andior anganigstions;

11,  On complstion of the study e regcanher must auEply ine Dirsster Educatizn Research aid
“ncsstedge Mensgemsent wiii one Hard Gaver, an lscivanis copy end a Researsh Summary of
ha eoropleted Rosearsh Repor,

12, Thee resaschizr oy e sxpacted v provids shoit presentations on the ouipess, findings mnd
recommendstises of haher ressarch to boty GOE offficials and the schools canesmed, and

13, Should the resezishar have been involesd with research 51 & echaol andfor a districthead office

lewal, e Direrior end sohpel corearisd must alss be supplisd with 8 brief summary of the

aupass, findngs and recowresndations of s resesmh sy,

3}

[l

The Geutne Depurimsnt of Ddveation wishes you well o this rpesaet wderiaking and facke
forwesd 4o sxamining the findings of pour resenzeh atudy.

Kind regarde
J o s G

ANTH T2 ETHEEPS A4 RELAEWE RFMDOCTARG FS £ ELNET LERRA b

Dir Dawied Makhado
Direeiar: Fdueafizan Researsh and Knostedgs Maragerent

o f‘:l 2
DATE« EEPTEEH in:‘?aia LEEERE N R R EE

Offlce of the Divector: Knewledge Managament and Reseanch
& Puag, 197 Canimisdomme S, sk, 5001
.4, Big 77418, Johabesshaig, 2060 Tal 617 555 (8
Pl hivebel bbb n ey o2
Wabsite: wasmadieoation. gRpger.2a
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Appendix 5 — Ethics Clearance

Ty
‘O. "

»,

Wits School of Education

o

umip,
“J',
anvt

27 St Andrews Road, Parktown, Johannesburg, 2193 Private Bag 3, Wits 2050, South Africa. Tel: +27 11
717-3064 Fax: +27 11 717-3100 E-mail: enquiries@educ.wits.ac.za Website: www.wits.ac.za

o""‘mn \\“‘“
25 June 2015
Student Number: 904048
Protocol Number: 2015ECE027M
Dear Otilia Chiramba

Application for Ethics Clearance: Master of Education

Thank you very much for your ethics application. The Ethics Committee in Education of the
Faculty of Humanities, acting on behalf of the Senate has considered your application for ethics
clearance for your proposal entitled:

Women's experiences of leadership: A case study of two female suburban high school
principals in Gauteng

The committee recently met and | am pleased to inform you that clearance was granted.
However, there were a few small issues which the committee would appreciate you attending
to before embarking on your research.

The following comments were made:

e Provide the names of the schools in the project information section

» Be explicit on how the participants will be selected.

e The principal should be acknowledged as the custodian of the research site and as a
participant in this study. The information letter to the principal must include arequest
for the permission to conduct the research in the school.

Please use the above protocol number in all correspondence to the relevant research parties
(schools, parents, learners etc.) and include it in your research report or project on the title
page.

The Protocol Number above should be submitted to the Graduate Studies in Education Committee upon
submission of your final research report.

All the best with your research project.
Yours sincerely,

MMN,Q,},_\

Wits School of Education

011 717-3416

Cc Supervisor: Dr Caroline Faulkner
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