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ABSTRACT

“MUSADZI U FARA LUFHANGA NGA HU FHIRAHO”: BLACK WOMEN
ELEMENTARY SCHOOL LEADERS CREATING SOCIALLY JUST AND
EQUITABLE ENVIRONMENTS IN SOUTH AFRICA

By

Thidziambi Sylvia Phendla

This dissertation examines the multifaceted personal and professional lives of Black
women elementary school principals in South Africa at the intersection of institutional
and political, cultural and language, economic and social/historical venues as they work
to actualize socially just and equitable learning environments for black children and
youth. The perspective of the study is rooted in a critical black feminist postmodern
theory which frames layers of historical, political, cultural, ethnic, and gender
discrimination in a construct that informs an understanding of the fragmented, conflicted
and multilayered lives of women. The study asks the Black woman school leader in
South Africa to reflect on her formal and informal educational experiences in an effort to
discover how these experiences have defined and influenced her work for social justice in
school and school community settings. The significance of this study lies in the
understanding of leadership through the cultural and contextual lens of Black women
elementary principals in current South Africa.

The study uses the biographical narrative and phenomenological methods to
collect data from six Black South African female elementary school principals identified

by their colleagues and communities as individuals working for social justice. Their



Thidziambi Sylvia Phendla

stories were collected through a series of three interviews of 1-2 hours, a one-day
shadowing session, a group dialogue and document analysis. Data analysis and synthesis
were conducted through the narrative-type analysis and coding. It is acknowledged that
narrative methods have their own shortcomings regarding subjectivity, internal validity or
trustworthiness, and external validity or generalizability as well as ethical issues such as
consent from subjects, protecting subjects from harm, and the right to have privacy.

Four major themes emerged from the study: 1) the personal and public struggle to
gain a scholarly education; 2) language of oppression versus a language of liberation, 3)
power/ privilege: the tensions within and across personal, the school institution and the
broader society; and 4) the challenges to school transformation due to tensions across

leadership styles.
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This is for you, the silenced ones, the women who work tirelessly to uplift their
communities, and the women who put children first! Women like my loving mother,
Emma Naledzani Tshivhase.
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Chapter 1

INTRODUCTION

This dissertation examined the multifaceted lives of Black women elementary
school principals at the intersection of institutional and political, cultural and language,
economic and social/historical venues as they work to actualize socially just and
equitable learning environments. The study asked the school leader to reflect on her
formal (e.g., institutional schooling) and informal (e.g., family, culture and ethnicity,
socio-economic background) educational experiences in an effort to discover how these
experiences have influenced her work for social justice in school and school community
settings. Additionally, the study probed the constructs (institutional, political, cultural,
language, social/historical, and economic) that involve Black women in the work of
social change in an effort to expand both the literature and the practice of school
leadership.

This study included the participation of six Black women elementary school
principals in South Africa from among the nine ethnic groups (e.g., Venda, Tsonga,
Sotho, Tswana, Pedi, Zulu, Ndebele, Swati and Xhosa) from urban/township school
settings in Soweto, Johannesburg. Each professional’s story is unique as it illuminates
individual experiences of addressing pressing issues around race, gender, class,
segregation, and oppression. While each story presents lessons learned (practical tools)
that might help professional practitioners, a comparative analysis across the narratives

provides rich data, contrast, and informative themes which extend our understanding of




the meaning of social justice that is both contextually and culturally appropriate in school
settings.

As a Black South African woman and an elementary school principal with five
years experience, | was curious to learn how these Black South African women
elementary school leaders navigate across these socially and historically created forces.

It was also my aim to examine these forces and the role they play in redefining the
leadership of Black women leaders. It is hoped that my examination results in a
“re”presentation of the stories to inform an expanded readership whose enlightenment
might encourage questions and the exploring of differences in ideologies, epistemologies,
perceptions and practices of school leadership. Because each story is unique, it was
important to listen to the stories of all six elementary school leaders to determine how
they define and enact leadership, as well as how they develop their leadership
competencies to create socially just and equitable schools in their communities.

Framed by this complex background, the main compelling question that I
proposed for this study was "How do Black women elementary school principals
navigate across institutional and political, cultural and language, economic and
social/historical arenas to create socially just and equitable schools in South Africa?" It
would seem that Black South African women from various ethnic groups learn to create
strategies and establish networks of support and, also, fight oppression, repression,
segregation, isolation and injustices through silence and passive resistance while working
to uplift and support their various communities.

Finally, and perhaps most important, I hope this study raises as many, if not more,

questions than it answers. That is, I hope it promotes thinking about what leadership and




social justice are and what possibilities and limitations moderate them in general and in
the context of South Africa in particular; what conditions make it possible for one to
participate in leadership and social justice given interlocking systems of oppression; and
what commitments must be addressed when deciding on a theory (theories) of leadership
and social justice in the context of understanding Black African women’s personal
narratives.

I also hope that this study helps with such questions as: What happens to
leadership when a Black woman is at its center? How is gender understood in the
language and discourse of power/lack of and privilege/lack of? What meaning do Black
women school leaders derive form their acts of a creation of a socially just and equitable
school environment/community? How does understanding social justice contribute to
Black women’s emancipatory goals? While I do not provide definitive answers to these
questions, nor, in truth would I be able to, I do demonstrate how several Black feminist
scholars have had a powerful impact on my thinking about, understanding of, and

reflection on these problems and issues in my study.

STATEMENT OF THE PROBLEM

The purpose of this study was to explore how race/ethnicity, mother-
tongue/language, gender, and class affect the practices of Black women elementary
school leaders in creating socially just and equitable elementary schools in South Africa.
It was also to explore how these practices have both changed and remained the same after
the ending of apartheid and the subsequent ushering in of a new era in South Africa. This

work, based on a critical black feminist postmodern model, explored and deepened an




understanding of how 6 Black women elementary school principals create social justice
in their leadership of schools, while navigating across historically formed patterns of
knowledge and power as well as the tensions in the contrast of leadership for
transformation versus organizational structures, human relations differences, political
stress, and symbolic/cultural differences. In addition, I wanted to understand how these
women navigate the tension between "leadership” and "silence".

Historically, traditional mainstream educational scholarship has not addressed the
influence of race/ ethnicity, gender, mother-tongue/language, and class on educational
policy and practice. Like the few women scholars who have made a project of examining
the life experience of minority women in leadership roles, Benham and Cooper’s (1998)
study of nine minority women in the US presents often unheard stories of the lives and
contributions of diverse women school leaders, in both formal and informal positions of
leadership, in an effort to begin to explore "the voices that have too long been silent"
(p.3). While all these accounts are insightful and helpful, experiences such as the one
explored by Benham and other feminist scholars here typically go unremarked. Like
Benham and Cooper (1998), Casey (1993) and Collins (1997) among others, believe that
these life experiences should not go unremarked, but need an extensive examining to
redefine what it means for Black women to write, tell, discuss, and analyze their life
experiences against the backdrop of the prevailing discourses that seek to silence them.

Along similar lines this study seeks to present the voices of the "voiceless" and
"powerless" in order to redefine leadership from their perspectives. The mainstream

theoretical framework on leadership which suggests that leadership is defined from a

group's beliefs and understanding silences the voices of the South African women. The




normative research on leadership represents the voices of the groups in power, those who
are privileged to make and determine policies. For instance, in South Africa, tribal
leaders have historically opposed equal rights for women and oppression of Black women
is seen as a direct after effect of apartheid and customary laws that had become
entrenched over time in the daily life experiences of Black women there. It can be seen
that Black women lived under a dual burden of discrimination: apartheid and sexism.
While apartheid translated to racism, classism, segregation and oppression, customary
laws subjected women to black male domination in that women had no power or voice to
challenge the structure of male control regarding marriage, guardianship, succession,
contractual power, and property rights. These laws perceive women as perpetual minors
and lifelong wards of their fathers, husbands, brothers or sons.

Curious to find another viewpoint of leadership based on the experiences of Black
women from various ethnic backgrounds in South Africa, I highlight differences not
because I think that they need to be interpreted exhaustively, but to provide some insight
into the multiple grounding from which the fragile image of a Black African woman
emerges. With the understanding of these interlocking caegoﬁes in mind it would seem
that the question of how these women weave their way through these life long
experiences within socially constructed boundaries and still create socially just schools
and communities is central to this study.

SIGNIFICANCE OF THE PROBLEM

Black women are rapidly attaining positions as elementary principals in South
Affica's schools and are becoming visible in other administrative roles as well. Despite

the growing numbers of Black women in school leadership positions, their voices have



been virtually absent from the literature on school leadership (see Benham, 1997;
Benham & Cooper, 1998; Casey, 1993; Henry, 1993; and Foster, 1993, among others).
As a result, there has been little recognition of the efforts of black South African women,
limited knowledge about their experiences, and lack of a keen understanding about how
they enacted leadership in the numerous ethnic communities that they represent.

The significance of this dissertation is that it provides an opportunity for the
voices of Black women elementary school principals, the often-ignored minority school
leaders, to be heard. The narrative style employed in this work assists the researcher in
the re-telling of life stories that share the culture, context, and history of individual
intention, potential, and work. Furthermore, this study attempts: (1) to interrogate the
experiences of Black women school leaders whose work has been identified by their
professional field as transformative and focused on social justice; (2) to underline the
tension between leadership for transformation and organizational structures, human
relations differences, political stress, and symbolic/cultural differences; (3) to further both
scholarly understanding of school leadership and to add to the body of leadership practice
for moral/ethical and social justice change in schools; and (4) to add to the understanding
of how the works and experiences of Black women working for social justice create (or
do not) possibilities and develop linkages and partnerships between schools, families and
communities.

This work is also meaningful because there are few Black South African women who
are looking at this topic in ways which place the issues of gender and leadership at the
center. The data show that I am one of a few Black women scholars addressing these

important issues. In addition, the lessons learned from this study will contribute essential



insight to other school leaders, policy makers and researchers in South Africa who are
just beginning to look at gender and leadership in different contexts. Last, this study is
also important as a case study for other women across the globe. This can be an
extraordinary study on gender and leadership, extraordinary in the sense that most studies
are reluctant to embrace the new understanding of race as a socially constructed issue. Ira
Berlin (1998) in his book, Many Thousands Gone: The First Two Centuries of Slavery in
North America argues that the reluctance to embrace the new understanding of race as
socially constructed derives neither from a commitment to an older biological
classification system, which in truth is no better understood than the newer genetics, nor
from a refusal to acknowledge the reality of an ideological construct. Instead, it derives
from the failure to demonstrate how race is continually redefined, who does the refining
and why.

It is significant to examine how the lives of the six women in this study reveal a
reality that is shaped by social, political, cultural, economic, racial, color, ethnic, mother-
tongue/language and gender attitudes formed and solidified over time, constructs and
processes through which hierarchical relations are created and maintained in such a way
as to give some men power and privileges over other men and women. It is also crucial to
hear the respondents speak for themselves about their struggles in defining leadership
from their own perspectives within these social constructs. And it is critical to learn how
being from another ethnic group with a different mother-tongue/language may result in
different experiences and understanding of these experiences. Ethnicity is allegedly a
purely divisive and negative phenomenon, which needs to be balanced by recognition of

the positive dimension in the intellectual, political and academic levels that will transcend




education. Horowitz (1991) maintains that South African society is not difficult to

classify.

It is characterized, above all by what is appropriately called ascriptive
ranking. There are superordinates and subordinates, largely defined by birth
criteria. To be sure, within the ranks of each stratum, there are also cleavages that
divide, in some variables measure, Afrikaans speakers from English speakers,
Zulu from Xhosa and Tswana, and so on. But the overall design of the society is
predicated on racial hierarchy, and the significance of those alternative cleavages

is, at least temporarily, suppressed. (p.35)

It is crucial to all these considerations to récognize that it is a conceptual mistake
to leap from an understanding of ethnicity as a sécial construction to a conclusion that
ethnicity is politically, intellectually and academically insignificant. Horowitz warns that
"the mere fact that ethnic affiliations were available for manipulation or encouragement
suggest that ethnic violence is not just the product of the state's action in setting one
group against another but reflects the importance of ethnicity (p.74).

It is imperative to know that while South Africa has since moved from the
apartheid ideology to a democratic order, the challenges of ethnicity are still in place. It is
my hope that the findings may also illuminate other people’s thinking about alternative
ways of leading and creating change in education by viewing them from a different
vantage point or through a lens that is more focused on equity, access and diversity.

BEGINNING ASSUMPTIONS

In my role as a principal of an elementary school for five years, I observed
differences in the way men and women perceive and enact the role of school principal.
Factors of mother tongue/language, ethnicity, and class and also the geographical area of

the school also characterized these differences. Research shows that one’s personal

©Xperience represents a very important source of cultural intuition and is derived from the




background that we each bring to the research situation. Strauss and Corbin (1990) assert
that this often implicit knowledge helps us to understand events, actions, and words, and
to do so more confidently than if one did not bring these particular life experiences into
the study (cite in Delgado-Bernal, 1997, p.564). In my opinion, it appeared that, whereas
Black men tended to perform the principalship in much the same way, Black women did
it differently from men, but also differently from each other. Observations of differences
were also made through my professional roles as a teacher and later as an elementary
school principal. Again, Strauss and Corbin (1990) conclude that years of practice in a
particular field often provide an insider view of how things work in that field (cite in
Delgado-Bernal, 1997, p.566). In addition, research shows that we derive our intuition
from existing literature on a topic. Strauss and Corbin (1990) affirm that having an
understanding of information provides some insight into what is going on with the events
and circumstances that we are studying. In this case, it seems the contrary is also true.
Having less or none of the information provides a desire to find out why the situation is
as it is. As a result, I was curious to find out how these differences influence Black
women elementary school in their leadership and how these differences give meaning to
their roles as leaders for social justice in their various communities. Hence my beginning

assumptions are as follows:

1. That the work of social justice requires attention to the
tensions of institutional autonomy and/or restraint, privilege
and lack of privilege (social and cultural capital), and power
over versus power with.

2. That the term “social justice” might be differently defined and
enacted by each woman, however, the outcome, equity and quality
for children and youth will be similar. That the work of social
justice creates vehicles for linkages and partnerships among
schools, families and communities




3. That Black women who work to create social change are strongly
influenced by social, cultural, and historical context; thereby,
there is a need to examine how each navigates the boundaries and
barriers both successfully and not.

4, That the Black women elementary school principal brings a
unique view of schooling and school leadership to her

practice.
DELIMITATION OF STUDY

This was not a study of the entire life story of the biographer or subject. I used
critical analysis to look at the forces of race/ethnicity, mother-tongue/language, gender,
and class at crucial moments of the subjects’ life stories. This was also not a study of
feminism in South Africa, although I used the feminist perspective to examine primarily
leadership which contributes to social justice and equity. As a result, this study focused
on six Black women elementary school principals of diverse ethnicity in South Africa,
i.e. from the Nguni, Sotho, Tsonga, and Venda origin. Additionally, I focused on the
women's life experiences to explore how the interlocking systems of oppression affected
their practice to create socially just and equitable schools and communities in South
Africa. In addition, the study was also limited to urban/township school settings in
Soweto. These delimitations enabled me to have a deeper understanding of the subjects’
differences, which yields meaning and knowledge of a particular context rather than

particular content.

CONCEPTUAL FRAMEWORK
I Introduction
Building empathy and building coalitions, essential to creating social change in

schools, is difficult and oftentimes defeating. Regardless, Black women in South Africa,
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have been shifting the paradigm and practice of schools, and have been addressing the
discrimination and limitations of mainstream/western thought. This study paid attention
to the structure and to the inter-relatedness of race/ethnicity, class, gender, culture and
language, that have shaped the professional and personal lives of Black women in the
context of segregation/apartheid, isolation, resistance, and hope. Three theoretical
frameworks informed the research: Black Feminist and Critical Race Theories, School
Leadership Theories, and Organizational Justice Theory. Because this study focuses on
the life experiences of Black women leaders in elementary schools it make sense to pay
attention to these pertinent bodies of literature.

While the ground work for the literature was provided by a discussion of the Black
feminist theory which emphasis the interlocking categories of race, gender and class,
critical race theorists focus on the permanent nature of "racism". Ladson-Billings (1995),
Parker (1998) Brown (1993) and Solarzano (1997) perceive race as a factor that
determines inequalities in the US and other countries. Furthermore, Ferguson (1994)
maintains that feminist theory is not simply about women, although it is that; it is about
the world, but seen from the usually ignored and devalued vantage point of women’s
experiences (p.xii). Black Feminist theory may be seen as supportive of and supported by
the critical race theory.

Although there has been an increase in the amount of literature about women as
leaders and the nature of their learning in the US and western nations, there has been very
little if at all from the South African literature. It is, therefore, essential to pay more
attention to the literature on elementary school principalship in the South African context

or leadership from a more feminist perspective, an emphasis that Lee (1994) sees as
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“feminist attributes of persuasion over power, cooperation over competition, collectivism
over individualism and inclusion over exclusion (cite in Colflesh, 1997, p.10).

The final discourse I want to explicate is the issue of equity theory. Equity theory
(Adams, 1965) is one of the earliest approaches to understanding sources of perceived
organizational injustice (see Folger and Skarlicki, 1999, p. 2). Adams perceives equity in
terms of three forms of justice. These three forms of justice which include distributive
justice, procedural justice and interactional justice provided a framework for this
discourse. Adams, Bell and Griffin (1997) maintain that social justice is about full and
equal participation of all groups in a society that is mutually shaped to meet their needs.
From Adams et al’s point of view, social justice includes a vision of society in which the
distribution of resources is equitable and all members are physically and psychologically
safe and secure. Social justice involves social actors who have a sense of their own
agency as well as a sense of social responsibility towards and with others and the society
as a whole. These examples illustrate that a central tenet of organizational justice
concerns the "how" and "why" regarding distribution of resources. Often, however, in
South Africa, the decisions that play an important role in deteﬁnining who gets what,
how much and why are guided by the interlocking systems of oppression and apartheid.
II Theoretical Constructs

A. Black Feminist and Critical Race Theory

Collins (1989) argues that race, class, and gender are “interlocking categories of
a;nalysis that together cultivate profound differences in our personal biographies” (p.3). In
essence, it is the interrelationship of race, class, and gender that frames the contexts

(social, cultural, and political) of power and privilege. A supporting view is the adoption
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of a both/and view of race, class and gender (Collins, 1989, p. 4). However, the

centrality of this ideology in leadership studies is sorely missing (see Benham, 1997;
Benham & Cooper, 1998; Delpit, 1998; Brunner, 1999).

In light of Collins’ work and that of others including hooks, Henry, Benham, and
Delpit, school leaders must recognize and acknowledge that current social systems, of
which schools are a part, endow varying degrees of power and privilege i.e. social and
political capital to different groups of people. Hence, the work for social justice becomes
complicated and messy given that the barriers, which prevent access and equity, are
defined by race, class and gender differences. Indeed the differences in power and
privilege constrain the ability of Black women school leaders to connect with and engage
in dialogue and action across differences.

The perspective of the study is rooted in critical black feminist postmodern
theory. According to Benham and Cooper (1998), postmodern theory uncovers layers of
historical, political, cultural, ethnic, and gender discrimination in providing a framework
to understand the lives of women (p.12). Furthermore, feminist scholars agree that to
study a woman's life is studying a fragmented, conflicted and multilayered life. It was
important that I attempt to explore this concept of fragmentation to examine how it
impacts Black women’s efforts to create socially just and equitable elementary schools.
Whereas Bloom (1998) states that feminist methodology promises a more interpersonal
and reciprocal relationship between researchers and those whose lives are the focus of
research (p.1), she also marries the two models indicating that postmodern feminism

gives an understanding of subjectivity as a nonunitary existence but also as a move
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toward a more positive acceptance of the complexities of human identity, especially the
female identity” (Bloom, 1998, p.6).

This perspective helped me to unpack how language and action that is socially,
politically, culturally, and historically constructed gives and controls meaning and
influences epistemologies of Black women school leaders in South Africa. The issue of
mother-tongue/language denotes one’s ethnicity and is still problematic in South Africa.
Weber (1980) defines an ethnic group as a specific kind of a cultural group having and
sharing common characteristics. Ethnic groups consist of individuals who perceive or
conceive themselves as alike and are so regarded by others (p. 237). Ethnicity is also seen
as a broad category closely related to other social groups that social persons construct
around themselves: connubial realty, kinship relations, and clans. In addition,
construction of ethnicity is a multifaceted, contested process.

The silent struggle in terms of ethnic minority based on the mother-tongue/language
is still the order of the day. Horowitz (1991) maintains that conflict over ethnicity in
South Africa is subtle, silent, intellectually, politically and academically ignored (p. 34).
Where the forces behind these subtle conflicts could be seen as universal and global
challenges, in South Africa they were further reinforced and perpetuated by apartheid
policies of separate development that dominated, segregated, and isolated communities.

Lopez (1997) says,

"Race" as a vast group of people loosely bound together by historically
contingent, socially significant elements of their morphology and/or ancestry.
Understood as a sui generis social phenomenon in which contested systems of
meaning serve as the connections between physical features, faces, and personal
characteristic. Races are categories of difference which exist only in society: they
are produced by myriad conflicting social forces; they overlap and inform other
social categories; they are fluid rather than static and fixed; and they make sense

only in relationship to other racial categories, having no meaningful independent
existence. Race is not an inescapable physical fact. Rather, it is a social
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construction that, however perilously, remains subject to contestation at the hands
of individuals and communities alike. (p.200)

Critical race theory, then, is defined as a framework or set of basic perspectives,
methods, and pedagogy that seeks to identify, analyze, and transform those structural and
cultural aspects of society that maintain the subordination and marginalization of People
of Color (Solorzano, 1997, p.6). In addition, Capper notes that similar to feminist
theories over the past decade, critical race theory, especially that advanced by feminist
scholars has been highly influenced by poststructural theories (p.361). Capper shares the
paradigm of "interlocking systems of oppression~ " that embraces race, class, and gender
with scholars like Collins (1991), hooks (1989) and Casey (1994). Collins' framework for
Afrocentric feminist epistemology includes the following: concrete experience as a
criterion of meaning, the use of dialogue in assessing knowledge claims regarding the
ethic of caring, and the ethic of personal accountability (cite in Capper, p. 362).
Furthermore, Capper states that despite the difference among critical, feminist, queer, and
critical race theories, these perspectives share some commonalties in that all are grounded
in modernism (p.362)

In conclusion, critical race theory from the African American perspective is not
only grounded in race, but also in slavery and oppression. Along similar lines, the
context of South Africa complicates this discourse further when elements of ethnicity and
mother-tongue/language differences are added to the equation. Identity is derived from
the socially constructed definitions of language and situation. Being Black and woman is
just the beginning; more than ever, being a Black Muvenda woman or a Black UmZulu

woman is central to the argument of an identity.
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B. Leadership Theories for Change

Kouzes and Posner (1987) contend that leadership is an observable, learnable set
of practices which challenge process, inspire a shared vision, enable others to act, model
the way and encourage the heart (p.8). Furthermore, Kouzes and Posner add that
leadership is not something mystical and ethereal that cannot be understood by ordinary
people. Leadership can be learned. Caroselli (1990, p. 94) states that leadership is about
challenging the prevailing wisdom and the capacity to influence and organize meaning
for the members of organization. Theories of school leadership will focus on the concept
of “power with versus power over” and of connected classrooms and collaborative
leadership versus directive leadership.

In light of Sergiovanni’s (1992) work and others including Starhawk (1991),
Kaagan(1997) and Benham (1998), the new assumption or paradigm of leadership is the
concept of power with rather than power over. These scholars believe that power-with is
the power not to command but to suggest and to be listened to. The source of power
derives from the willingness of others to listen to a leader’s ideas. Power-with is not
authority to command, but acts as a channel to focus and direct the will of the group. It
affirms, shapes and guides collective decisions, but cannot enforce its will on the group
or push it in a direct contrary to what the group desires. The school leaders of the new
South Africa will be challenged with the task of unfreezing the culture of power over to
redefine it as power with.

Senge (1990) advises that traditional organizations that require management
systems to control people’s behavior should let go of power and begin sharing it with

people who are directly affected by change. As well, these organizations need to unlearn
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old ways of imposing power over others, moving from making decisions that produce
contexts of domination and subordination to those which, for example, give teachers and
others in the larger society opportunities to make decisions as they are the implementers
of decisions made. It is interesting to note that conflict and resistance can occur when
teachers perceive new meaning to be too different from what they know to be true, from
their historical background, experience and traditions.
C. Organizational Justice Theories

Adams, Bell and Griffin (1997) maintain that social justice includes a vision of
society in which the distribution of resources is equitable and all members are physically
and psychologically safe and secure. Furthermore, Adams et al’s point of view is that
social justice involves social actors who have a sense of their own agency as well as a
sense of social responsibility towards and with others and the society as a whole. Given
this framework, social justice education is seen as both a process and a goal.

An additional point of view is offered by Gareth Morgan's (1997) political metaphor
which emphasizes the three interrelated conceptions of "interests, conflict and power" as
fundamental tenets of social justice. He maintains that "although everyone has access to
sources of power, ultimate power rests with the people or forces that are able to define
the stage of action on which the game of politics is played" (p.213). He says that “rather
than use the political metaphor to generate new insight and understandings that help us
deal with divergent interests, we often reduce the metaphor to a tool to be used to
advance our own personal interests" (p.212)

Collins (1998) promotes a "visionary pragmatism" that emphasizes the necessity of

linking caring, theoretical visions with informed, practical struggle. As Cole (1993)
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observes, "While it is true that without a vision the people perish, it is doubly true that
without action the people and their vision perish as well" (p.75). Collins asserts that
domination succeeds by dividing and segregating people from one another. What is it,
then, to accept domination and oppression? These articulations of "visionary
pragmatism" move this discussion beyond the understanding of social justice education
as both a process and a goal to another lens that emphasizes that actions bring people in
touch with the humanity of other struggles by demonstrating that truthful and ethical
visions for community cannot be separated from pragmatic struggles on their behalf
(p.190) (see Collins 1991, 1998, and Bhubha's 1990 concept of "third space"). The
political metaphor politicizes our understanding of human behavior in organizations and
pushes us to question the tensions between different constructs, and provide incentive for
individuals to act politically for social justice.

What is it, then, to understand schools as organizations and contexts for
organizational justice? Equity theory was used to get at the heart of what social justice is
and includes three components. First, the causes and consequences of the absence of
outcome equity in human exchange relationship are referred to as distributive justice.
Distributive justice or rather the "bottom line" of justice concerns also focus on those
criteria used to allocate resources to individual (see Folger and Skarlicki, 1999; Stephens
and Cobb, 1999). Second, procedural justice refers to the fairness of the procedures used
to determine outcomes, or rather, the study of how distributive decisions are made. Last,
employees' perceptions of the quality of the interpersonal treatment received during the
enactment of the organizational procedures are known as interactional justice. It is

important to note that how people are treated and how change is implemented can have
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considerable influence on employees' resistance to change. Change is acceptable only in
so far as it leads to the benefits for all members of the system, especially those who are

worst off.

III The woman holds the sharp edge of the knife: The metaphor

The above literary reference provides the basis for the metaphor of "The woman
holds the sharp edges of the knife," This is a metaphor which is common among the nine
African ethnic groups of South Africa. In simple words, the metaphor means that a
woman has to face the challenges of life and succeed through thick and thin. This
metaphor serves several purposes. On the one hand, it may be understood as a symbol of
struggle, resistance, obdurance, and strength. On the other hand, it may be seen as a
symbol of hope, faith, courage, and words of wisdom.

This metaphor underscores how I perceive and understand Black women in
general, and Black South African women in particular, as holders of the sharp edges of
knives. As a Black South African woman who has lived and worked through the
apartheid era and currently advocate for justice in the post-apartheid times, I derive
meaning both from my personal and professional experiences .and current leadership
literature. Because of this disciplined socialization, it is no wonder that I feel both excited
and overwhelmed. Excited because “identification with respondents enhances
researchers' interpretive abilities, rather than jeopardizes validity” (see Bloom, 1998,
p-18). Thus, my personal and professional experiences helped me identify with the
éarticipants. And, overwhelmed because even as feminist research methods urge the

researcher to move "beyond (or to the side) of the main paradigms of inquiry" and "have

the potential for advancing educational research in representing the lived experience of
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schooling" (see Benham and Cooper, 1996, p.11), the study of the South African context
seems to be arduous task.

Various scholars suggest that the form of our understanding depends upon the
genre in which our experiences are created. Thus, the South African discourse may fail
the Western mainstream feminist measuring stick which uses the or/and view of race and
gender rather than the and/both view. Black women’s lives can only be understood
through the interlocking categories of various constructs including race, ethnicity, gender,
class, language, culture, and traditional norms. Hence, this metaphor provides a powerful
reflection of Black women who encounter enormous challenges; women who strive under
the multilayered and multiplied burdens of oppression. And, often times they strive and
fight back through their silent resistance, and they find hope within the hopelessness and
through the creation of a socially just environment. Through their caring nature they
create environments of hope, and succeed in linking families, schools and communities of
underserved children and youth in South Africa.

Holding leadership roles in the lives of these Black women can be likened to
holding the sharp edges of knives, “Musadzi u fara lufhanga nga hu fhiraho”, where
women are cut without mercy. As a result, women have to learn strategies of how to hold
these knives without being cut, how to navigate tensions within and across the personal,
school institutions and the broader society. Black women school leaders are compelled to

learn how to navigate across tensions created by culture, language, and customary laws.

EXPLORATORY QUESTIONS
The purpose of this study was to explore how race/ethnicity, gender and class

affect the practice of Black women school leaders in creating socially just and equitable
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schools in South Africa. The overarching question was "How do Black women
elementary school principals in South Africa navigate across institutional and political,
cultural and language, economic and social/historical arenas to create socially just and
equitable schools for children and youth?" Given this question, my sub-questions include:

1. How does’/has each woman address/ed obstacles both personal and
professional? How does/has each woman confront/ed political, cultural,
economic and social arenas?

2. How does each women address tensions between leadership for
transformation vs. organizational structures, human relations differences,
language/text difference, political stress, and symbolic/cultural difference?

3. How does each woman define the meaning of working for social justice? How
has she worked for social justice in both the apartheid South Africa and the
new South Africa? What appears to be different or the same?

4. How does their work inform and challenge the landscape of the social
responsibility of leadership practices?
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Chapter 2

REVIEW OF RELATED LITERATURE

Introduction

The literature review draws on the following bodies of literature, that is: Black
feminist leadership; Critical race theory — implications for social justice; Leadership
theory — mainstream, and emergent (to include White liberal feminism); and
Organizational justice theory to better understand what the field currently knows/says
about Black women school leaders doing the work of creating socially just learning
environments. Additionally, the literature review examined school leadership at the
intersection of race/ethnicity, language/mother tongue, class, and gender to present a
comparative analysis of traditional frames of school leadership, emergent views of school
leadership, and black feminist perspectives of school leadership. The research attempted
to make sense of leadership for social justice within the context of the elementary
principalship in South Africa.

This literature review was important to explore how Black South African women
school leaders navigate through race/ethnicity, mother-tongue/language, gender and class
to create socially just and equitable schools for their communities. The chapter gives an
overview of the Black feminist and critical race theories, school leadership and change

and organizational justice theories.

Emerging from the readings are three themes that best capture this field of study.

That is: (1) Marginality of Black women’s work in school organization; (2) Connected

towards transformation and (3) Power and privileges. First, Black feminist and critical
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race scholars encourage Black women to recognize the vantage point of their marginality
from the racist, classist, sexist hegemony and to criticize it while creating a counter-
hegemony through the formation of a liberatory feminist theory and praxis as a collective
responsibility to be shared by all.

Second, school leadership theories from the feminist perspective embrace
leadership for transformation for social justice. To do this, Black women should work
collectively to create these ideas, as a group that produces the knowledge. Critical race
theory encourages teacher education to develob a pedagogy, curriculum, and research
agenda that accounts for the role of race and racism in education and works to eliminate
the racism. School leaders should strive to create "connected classrooms" in these
“unsafe” societies. School leaders in South Africa should strive to bring back the culture
of learning and teaching.

Last, organizational social justice literature indicates that justice is an important
motivator for working people. When people perceive lack of fairness, their morale
declines and they may even retaliate against the organization. The literature emphasizes
both the social and philosophical definitions of what is “fair/just” and what is not, who
has “power and privileges” and who has none. Folger and Cropanzano (1998) maintain
that in organizations, justice is about rules and social norms governing how outcomes
such as rewards and punishment should be distributed, the procedure used for making

such decisions as well as other types of decisions, and how people are treated

interpersonally (p.xiii).
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OVERVIEW OF LITERATURE
BLACK FEMINIST AND CRITICAL RACE THEORIES

Black Feminist Theories

In a critical review of the literature on Feminist theory, hooks (1984), projects a
picture which shows that feminism in the US emerged from white middle and upper
class, college educated women, who were not concerned with economic survival or
ethnic and racial discrimination in a capitalistic society, but interested in resisting sexism
or gender inequalities. Most feminists of color recognize that gender, race, class, and
sexual orientation-not gender alone-determine the allocation of power and the nature of
any individual's identity, status, and circumstance (Collins, 1986; hooks, 1989; and
Delgado-Bernal 1998). In other words, for these White women, feminism is about
sexism, not about class and racial issues, while for most Black women, feminism is all of
the above and more. As though these layers are not enough, for a Black South African
woman, the burden is multiplied, that is, central to creation of a black woman’s identity
are race, ethnicity, gender, class, mother-tongue/language, traditional values, customary
laws and the other interlocking layers constructed by apartheid policies.

hooks sees the plight of Black women as the problem of lack of socialization.
Black women are not socialized to assume the role of exploiter/oppressor because they
are allowed no institutionalized "other" that they can discriminate against, exploit or
oppress (p.15). In addition, hooks suggests that the use of this "lived experience of
discrimination, exploitation or oppression" directly challenges the prevailing classist,
sexist, racist social structure and its concomitant ideology and may shape Black women's

consciousness in such a way that their world view differs from those who have a degree
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of privilege, "the White Feminists" (p.15). hooks invites Black women to recognize the
vantage point of their marginality from the racist, classist, sexist hegemony and to
criticize it while creating a counter-hegemony through the formation of a liberatory
feminist theory and praxis as a collective responsibility to be shared by all.

Hooks goes on to define feminism as " a struggle to eradicate the ideology of
domination that permits western culture on various levels as well as a commitment to
reorganizing society so that the self-development of people can take precedence over
imperialism, economic expansion, and material desires. Feminism defined in political
terms that stress collective as well as individual experience challenges women to enter a
new domain, to leave behind the apolitical stance of sexism, decrees in our lot and
develop political consciousness (p.24). hooks believes that when feminism is defined in
such a way it calls attention to the diversity of women’s social and political reality and
centralizes the experience of all women, especially the women whose social conditions
have been least written about, studied, or changed by political movement. She writes:
“When we cease to focus on the simplistic stance 'men are the enemy' we are compelled
to examine systems of domination and our role in their maintenance and perpetuation”
(p.25). Hence, women need to liberate themselves and move away from perpetuating the
situation of oppression.

From her arguments, hooks challenges and counters the mainstream feminist
hegemony that perceives feminism as an individual identity and life style choice rather
than a political commitment, which reflects the class nature of the movement (p.27). Her
vision of a new hegemony is shared and supported by Delgado-Bernal (1998) in her

stance about Chicana Feminist epistemology in educational research. She maintains that
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Chicana’s experiences are different from those of African American and Native
Americans in the United States. A Chicana feminist epistemology is formed by and
shares characteristics of endarkened, feminist epistemologies (e.g., examinations of the
influence of race, class, gender, and sexuality on opportunity structures), but is different
from the "Black Feminist Thought” (p.561). Like hooks, Delgado-Bernal’s new paradigm
shifts away from simplicity to include elements of differences while recognizing the
commonalties with the “Black Feminist Thought”

Thus, as Delgado-Bemal argues further, " endarkened" feminist epistemologies
are crucial as they speak to the failures of traditional patriarchal and liberal educational
scholarship and examine the intersection of race, class gender, and sexuality (p.561). The
epistemologies that emerged from these readings informed my understanding and
perspective of how the interlocking categories of race, gender, class, ethnicity, language
among others, are situated in the world experience of Black African women in South
Africa.

Collins (1989) also makes a strong argument in her perceptions of race, class and
gender as "interlocking categories of analysis that together culiivatc profound differences
in our personal biographies” (p.3). She asserts that we must transcend the very
differences by reconceptualizing race, class and gender in order to create new categories

of connections (p.3). Reconceptualizing race, class, and gender deems the removal of the

dichotomous thinking, the either/or and the adoption of the both/and, and the ranking of
dichotomous differences (p.4). What seems to be significant is that race, class, and
gender may all structure a situation but may not be equally visible and/or important in

peoples' self-definitions (p.5). As a result of these differences, Collins perceives the
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maintenance of the relationship of domination and subordination structures in the US
political economy through three dimensions.

Collins outlines the three dimensions in the following ways. First, she describes
institutional oppression: racism, sexism and elitism all have concrete institutional
locations. Even though the workings of the institutional dimension of oppression are
often obscured with ideologies claiming equality of opportunity, in actuality, race, class,
and gender place Asian-American women, Native American men, white men, African-
American women and other groups in distinct institutional niches with varying degrees of
penalty and privilege (p.7). Second, Collins points out the symbolic dimension of
oppression: each of us lives with an allotted portion of institutional privilege and penaity,
and with varying levels of rejection and seduction inherent in the symbolic image applied
tous (p.12). Central to this process is the use of stereotypical or controlling images of
diverse race, class and gender groups (p.10) The third dimension provided by Collins
includes the individual dimension of oppression: Whether we benefit or not, we all live
within institutions that produce race, class and gender oppression. Thus, our individual
biographies vary tremendously. Each of us must come to term with the multiple ways in
which race, class and gender as categories of analysis frame our individual biographies
(p.13).

To transcend the barriers created by race, class, and gender, Collins suggests that we
move towards race, class, and gender as categories of connection, by building
relationships and coalitions that will bring about social change. Therefore, we need to do
three things. First, we must recognize that each of us lives within systems that vest us

with varying levels of power and privilege. As a result, differences in power constrain our
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ability to connect with one another when we think we are engaged in dialogues across
differences. Second, we must build relationships and coalitions essential for social
change concerns knowing the real reasons for coalition. Third, we must build empathy
and types of relationships and coalitions essential for social change concerning the issue
of accountability. Collins accepts that, while we may not have created this situation, we
are each responsible for making individual, personal choices concerning which elements
of race, class and gender oppression we will accept and which we will work to change
(pp.15-22).

In Collins's (1991) later works, she provides a platform for the creation of the new
paradigm based on the fact that Black women intellectuals create Black feminist thought
using their own concrete experiences as situated knowers in order to express a Black
woman's standpoint (p.17). Furthermore, to embrace this epistemological framework,
Collins suggests that the tenet required is that we should reject the pronouns "they" and
"their" when describing Black women and our ideas and replace them with terms "we",
"us" and "our" (p.17). As a result, Black feminist thought cannot challenge race, gender,
and class oppression without empowering African American women. bell hooks (1989)
notes that, "Oppressed people resist by identifying themselves as subjects, by defining
their reality, shaping their new identity, naming their history, telling their story" (p.34).
To define Black feminist thought, Collins believes that we must take cognizance of Black

women, as a group who creates these ideas, as a group that produces the knowledge. Core
platforms in Black feminist thought stand out to be based on "the interlocking nature of

race, gender, and class oppression” that calls for the replacement of denigrated images of

28



Black womanhood with self-defined images; Black women's activism as mothers,
teachers, and Black community leaders; and sensitivity to sexual politics" (p. 23).

It is in light of the foregoing discussions that I make a transition to the emerging
theories of feminism in South Africa. Bonni, Deacon, Morrell and Robinson (1998)
maintain that by 1990 feminism was almost a dirty word; national liberation came first
and women’s liberation second (p.115). A Women’s National Coalition emerged in 1992
to demand that the process and product of negotiating a new constitution and the Bill of
Rights provide effective equality for women. At the same time Black women had begun
to protest strongly at their exclusion from the white feminists’ political and theoretical
projects, raising issues of gender difference, the fragmentation of the subject and the
category ‘woman’ by race, culture and class (p.112). Thus, as Bonni et al put it, “ a

feminist politics identity is being asserted against phallogocentric hegemony while itself
being challenged on the ground of its racial exclusivity” (p.113)

Different experiences of gender might lead to very different sort of demands for
change. And if possibilities for the transformation of gender relations lie in the instability
of a performed gender identity, then the direction of change in gender order(s) also
become unpredictable. Bonni et al assert that rather than being a site of unremitting
reinforcement of domination gender relations, everyday performance of gender becomes
the stage for the constant possibility of disrupting and challenging these relations.
However, the postmodern challenge, and especially the post-colonial turn, has seen
feminism take on board a critique which calls into question its own, previously

unexplored, class and racial biases (p.114). The authors identified two themes from the

broader feminist engagement with postmodernism: first, the images of transformation
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which theorists are mobilizing, and second, the implications of contemporary accounts of
identity for the way in which they understand political relationships and organization
(p-114).

In addition, the authors’ argument run against the grain of many South African
feminists who often dismiss as irrelevant postmodern debate over the fragmentation and
construction of identity. It is thought that the esoteric theoretical debates of Western
feminists, unconcerned with the real material struggles of ordinary poor women, will not
be helpful in understanding feminist concerns in this context. Instead, the authors believe
that the Western and Third World women frequently contest- albeit in different arenas,
aspects of the same political, intellectual and economic heritage, and that there is much to
be learned from engagement between feminists in different places (p. 115). While
democratic elections of 1994 signaled the end of apartheid government from the white
minority rule with the birth of a non-racial government of national unity, some of the
most significant issues central to the oppression of women in general, and Black African
women in particular remained unchallenged and insignificant and go unremarked in the
eyes of the policy makers. In contrast, the Women’s National Coalition (WNC), which
was launched in 1992, brought together a wide range of women’s organizations across
racial, political, religious, welfare and other divides. In earlier periods women’
organizations had existed as wings of political organizations/parties.

The South African feminist discourse was and to some extent, is still informed by

white women’s thinking of sexism rather than issues of race and class. As a result,
questions of race and location also intervened to ensure that the emerging feminist

discourse took differences as its starting point. The WNC aimed to achieve equality under
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the new constitution reinforcing unitary identity of women and their oppression. It has
been recognized that the removal of the white minority government would not correct
sexist practices which were well entrenched within the structures of both the Congress of
South African Trade Unions (COSATU) and the African National Congress (ANC). The
WNC drew up a Women’s charter with concentration on five key areas: women’s legal
status; access to land; violence against women; women’s health; and women’s work (see
Bonni et al, 1998, p.116).

In these five areas cited above, what emerges are the similarities and diversity of
issues which affect South African women as much as respondents speak “with one voice”
in censuring the roles and treatment they are subjected to, there is a keen awareness of the
complexities of this oppression; especially when culture and tradition enter the frame (see
Bonni et al, 1998, p.117). For instance, the Bill of Rights provides two contradictory
clauses: first, the demand that an equality clause should enjoy priority in the Bill of Right
in order to pave way for gender equal affirmative action; and that traditional and
customary law be democratized. While the first clause frees the women from gender
discrimination, the second one imposes customary and traditional laws which
disadvantage them. These events problematize the idea that interest can be read off
location. Rural or any groups of women are at the intersection of a number of factors
which constitute their identity. They navigate across many tensions; they wrestle with
many social constructs which form their daily existence. Bonni et al (1998) maintain that

for rural women their experiences of customary and traditional laws have not been
empowering. Similarly, the idea of western women’s interest is problematic and

homogenizing (p.117). The implication is that custom, culture and equality can be
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challenged in public sphere but the private domain is still private and beyond the reach of
the Bill of Rights. Thus, the drawing of the Bill of Rights is seen as a process of different
and competing interest groups (political parties, traditional leaders, women and others)
demanding to have their needs met.

Bonni et al (1998) argue that just as racial identity disrupts a too easy assumption
of sisterhood even in an environment where a non-racial politics was paramount in
resisting apartheid, so divisions across education, location, languages and class all
potentially disrupt any appeal to race (let alone experience) as a primary foundation for
the right to appropriately represent others (p. 126). The authors assert‘that the recognition
of identities as multiple and fragmented means that we need new models for representing
others and for building political relationships around gender concerns. With this
understanding in mind, a first step is to think differently about opposing identities, to seek
out alternative ways of conceptualizing disabling modernist dichotomies (self/other;
male/female; heterosexual/homosexual; white/black; researcher/researched) (see Bonni et
al, 1998, p.126).

Historically, traditional mainstream educational xholaﬁﬁp has not addressed the
influence of gender, race/ ethnicity, class, and sexuality on education policy and practice.
By looking at commonalties based on gender and omitting issues of race/ ethnicity or
class, one may overlook how institutions, political, economic and cultural structures
contain and support different groups of women differently. By shifting the analysis onto
Black South African women and their race/ethnicity, mother-tongue/language, and class,

scholars are able to address the shortcomings of the traditional mainstream thought and

westemn liberal feminist scholarship.
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Critical Race Theories
The literature suggests that to ground one’s research within the experience of
critical race theory means to deconstruct the historical devaluation of blackness, the
victim of ethnicity, the derogative nature of mother-tongue/language, the contradiction of
culture, the patriarchal ideology that devalues women, and the complex of class. Indeed,
the every day lives of Black women demonstrate the center of struggles against racism,
ethnic humiliation, sexism, cultural domination, and class exploitation. A critical race
theory grounded in the past legacy of apartheid and resistance, translates into a pursuit of
social justice in both education as a formal and public entity and in the informal and
private lives of Black women. It seems appropriate to begin with definitions of race to
explore the interrelationship with critical race theory. Lopez (1994) provides the
following statements about racism in the US:
A person born to a slave woman was a slave, one born to a free woman
was free. Blacks were presumably slaves and thus bore the burden of proving a
free ancestor; Whites and Indians were presumably free and thus the burden of
proving the descent fell on those alleging slaves status. Human fate still rides
upon ancestry and appearance. Race dominates our personal lives. Our speech,
dance, neighbor, friends, talking, walking, eating, and dreaming are ineluctably
shapes by nations of race. Race determines our economic prospects. Race
permeates our politics. Race mediates every aspect of our lives. Role of law in
reifying racial identities. Legal presumptions burden the law which serves not
only to reflect but also to solidify social prejudice, making law a prime instrument
in the construction and reinforcement of racial subordination. One is Black if one
has a single antecedent, or has a "flat nose" or a "woolly head of hair". Race
becomes a 'common sense' - a way of comprehending, explaining and acting in
the world. (pp. 191-192).
The above statement captures the interlocking systems of oppression; among other
descriptors, race is universally defined in ancestral, historical, cultural, political, social,

economic, biological, legal context. The South African version of race seems to be the

same save the element of ethnicity and mother-tongue/language that bring on board the
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construct of location. Race is one way of looking at the cultural and physical diversity of
humankind, dividing it into exclusive and discrete groups, ranking them, and arbitrarily
associating them with distinctive behavioral, moral, temperamental, intellectual, and
spiritual qualities (see Lopez, 1994; Drescher and Engerman (Eds.), 1998). Thus race is
being redefined as part of a society’s belief system or worldview. One major component
of this prevalent belief is the notion that both physical and behavioral features are innate
and inheritable. Consistent with the above social construct of racism, by allocating some
group to position of natural inferiority, based on their physical features and place of
ancestral origin, policymakers of the world sought to justify the separate development
and segregation of peoples, as in South Africa.

Furthermore, based on Audre Lorde's (1992) and Marable Manning's (1992)
definitions of racism, Solorzano (1997) identifies three important propositions of racism.
First, one group believes itself to be superior; second, the superior group has the power to
carry out the racist behavior; and third, racism affects multiple racial/ethnic groups (p.8).
These statements reflect a socially constructed belief that failed to be scientifically
justified. Likewise, Lopez (1994) clearly indicated the failure of racial construction in
terms of both biological and scientific experimentation (pp. 193-199). It seems that
different racial groups have more commonalties than differences. Therefore, the
argument of race cannot be justified through the use of these factors.

It can be seen that humans rather than abstract social forces produce races. It can
also be seen that as a human construct, race constitutes an integral part in a whole social
fabric that includes gender and class relations. In addition, the meaning-systems

surrounding race change quickly rather than slowly. Finally, races are constructed
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relationally, against one another, rather than in isolation (Lopez, p.196). This bleak and
gloomy reflection clearly mirrors the South African portraiture. Moreover, the South
African context was perpetuated by apartheid policies of separate development that
emphasized division in terms of race, ethnicity, mother tongue and geographic areas.
Ladson-Billings and Tate (1995) conclude by saying, "...as critical race theory
scholars we unabashedly reject the paradigm that attempts to be everything to everyone
and consequently becomes nothing for anyone, allowing the status quo to prevail.
Instead, we align our scholarship and activism with the philosophy of Marcus Garvey,
who believed that black man was universally oppressed on racial grounds, and that any

program of emancipation would have to be built around the question of race first" (p.62).

SCHOOL LEADERSHIP AND CHANGE THEORIES
Changing Views of Leadership
It has been suggested that in the real world of schools, leadership is basically

managing messes in ambiguous situations with unclear problems and conflicting solution

possibilities. Schein (1992) in Organizational Culture and I eadership defines leadership

as “the ability to see what the present state of culture is, unfreeze it, redefine and change

it, and then refreeze the new assumptions”. From the contributions of Sergiovanni (1992),

Starhawk (1991) and Benham and Cooper (1998) emerge the new assumption or
paradigm of leadership in the concept of “power with” rather than “power over” These
scholars believe that power-with is the power not to command but to suggest and be
listened to. Furthermore, Starhawk (1991) asserts that the source of power is the

willingness of others to listen to leaders’ ideas. Power-with is not authority to command,
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but acts as a channel to focus and direct the will of the group. It affirms, shapes and
guides collective decisions, but cannot enforce its will on the group or push itin a
direction contrary to what the group desires. The school leaders of South Africa, like
leaders in other parts of the world, are also challenged with unfreezing the culture of
"power over" which entails top-down management and relies on bureaucratic processes
that stress forms and checklists, rules, regulations and procedures- to redefine it as
"power with" with that concentrates on efforts for collaboration and staff empowerment.
Likewise, work orientation should be complemented by warmth and support orientation.
In addition, all stakeholders who are concerned with the task of teaching and learning
should share goals and high expectations. Schools should establish learning goals for all
students consistent with responsibility of education in a democratic society
In addition, Kaagan (1998) in Leadership Lessons found that leadership is about
relationships that are governed by accomplishment of task. Kaagan cautions that it takes
time and repetition of the right action by leaders, such as school principals, to build
adequate levels of credibility and to inspire enough confidence in others. As a result, it is
possible to engage other members in accomplishing tasks when power is shared with
them. Leaders, such as school principals, always want to exert power over others, and on
the same hand, teachers seem to expect power from above. The new paradigm of
leadership, however, is based on the sharing of power, effective decision making,
effective communication and effective leading.
Drucker’s (1974) contributions on these attributes, that is, effective decision making,

communication and leading are:
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1. Effective Decision Making

Defines questions.

Creates a need for dissent; one does not make a decision unless there is
disagreement.

Forces participation.

Creates a culture of question and dialogue. Creates an environment of inquiry.
Values opposition both internally and externally and learns from them.
Reinforces growth - reward.

Finds out why people disagree (avoids "trap of being right")

2. Effective Communication:

Communication and information are different. Communication is perception,
while information is logic

Communication requires shared experience. Communication is not a means but a
mode of organizations.

Communication entails predictability and trust.

3. Effective Leading:

Leading is learning to deal with resistance.
Leaders doesn't start by asking what do I want, but what needs to be done
Leaders tolerate and value diversity in people, their different experiences

Leadership ensures consistency.

On effective relationships, Kaagan (1998) maintains that:

Accomplishment of task should govern the conduct of these relationships.
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® It is necessary to have the courage to confront both subordinate and bosses with

shortfalls that affect the accomplishment of task.

= ]t takes time and repetition of the right action to build adequate levels of

credibility and to inspire enough confidence in others as a public affairs leader.

= [tis possible to take difficult, even extreme and painful, actions as a public affairs

leader if one focuses on the task at hand and engages other members in
accomplishing the tasks.

Taking this advice into consideration, and with support from Phendla’s (1995)
research on School I eadership and Total Quality Management in elementary schools in
South Africa, leadership is learnable and possible. Phendla found that schools that were
perceived as less effective were probably being managed more or less successfully, rather
than being led. She holds the belief that, “school leadership is important not in an abstract
sense, but in a very practical way” (p.10). Phendla identified eight qualities of effective
leadership:

1. Creation of a positive school climate

2. Creative and open communication channels
3. Empowerment of teachers

4. Developing vehicles for teamwork

5. Envisioning and energizing

6. Orgamzmg and motivating

7. Giving feedback

8. Managing change
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These qualities were seen as interrelated in the sense that they tended to reinforce
each other, thus, creating a reciprocal causality. To show the interrelatedness of these
qualities of leadership, Phendla (1995) demonstrated that school leaders empower the
teacher by involving them in decision-making. In addition, the school leader who is
invitational helps creates communication channels that are open. As a result, when both
teacher and leaders share visions, barriers are removed, and thus, conducive climates are
created. Phendla cites Sergiovanni and Starratt (1993) to indicate that real power is the
power to be yourself, to be true to your best self, rather than to be the self that is fearful,
jealous, or spiteful (p.13). Thus, these empowering relationships create a situation where
both the teacher and the leader become equal partners, where the situation of power-with
prevails.

From Phendla’s (1995) research on leadership and total quality management in
elementary schools in South Africa, managing change as one of the effective leadership
qualities starts by challenging the prevailing wisdom that people resist change. She
indicates that change should be made as smooth a transaction as possible, since it results
in emotional challenges (p.19). Moreover, leaders should create the environment that
enhances continuous improvement, drive out fear by improving comxﬂunication, and give
people responsibilities with equal authority for accountability. Thus, “the leader’s
commitment is mirrored by her followers” (p.20)

Change Theories

The South African education system, like the American one, is also characterized

by a history of reform and innovations with promising policies that have little if ever any

impact on the real classroom situation. From Cohen’s (1990) perspective "it is one thing
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to embrace a doctrine of an innovation and the other to weave it into one's practice"”
(p.341). Policies are vague, ambiguous, unclear, long on ideas and vision, but short on
implementation. The vague language of policy has functional utility at the level of
politicians, but create the real problems for practitioners- the teacher. David Cohen
(1990) indicates that policy does not make provisions to support practice. Cohen's
interpretation of "a problem practice" is that teachers are given policy and instructions to
follow or implement without much choice, or support or further, without incentive to
make sure that these policies are implemented. As a result, policies have good intentions
that are difficult to implement. It is no doubt that teacher, as "chief agents of change"
experience lack of support from policymakers. It is no surprise, then, that educators and
school leaders in South Africa are faced with the challenges of a new order, the challenge
to embrace democracy, the challenge to adopt new leadership styles that are attributes of
a democratic ideology, and the challenges of moving away from top-down leadership
styles with their character of command, compliance and control.

Various scholars agree that individuals, regardless of their opinion of the
innovation do not automatically accept change. Therefore, ch@ge places people in a
situation of getting rid of the old and embracing the new, unlearning the old behavior or
belief and replacing it with new ones. In addition, any reform effort must involve the
main actors who are the implementers of the decision/innovation. In general, schools
reflect certain norms, values and cultures of a distinct community. In particular, schools
mirror the ideologies of the political order of a country. Schools are part of a social order,
as well. There are constant shifts in politics, economics, religious beliefs, demographic,

history, social, and other various components of a society. These shifts affect schools to a
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certain extent; nonetheless, schools change slowly within their historically framed
patterns of knowledge.

According to Popkewitz (1991), the purpose of change is to redesign social
conditions to enable the individual to exhibit the attributes, skills, or effects that are the
expected outcomes of the designated change. Institutions are there to serve specific
interests, and attain certain goals. Popkewitz contends that change is best understood
within three main concepts that include historically formed patterns, knowledge or
epistemology, and power. Change gives meaning to us when the new ideas or innovations
draw from what is familiar, from past experiences. Marris (1974) on the other hand,
alludes that we appreciate change when we are given the opportunity to assimilate it to
our own experiences and when we are confident in the predictability of our surroundings
(p-124). We are more at ease when we are able to anticipate the outcome of events. These
two perspectives of change theory are similar in that they draw on an element of history
or past experiences to give meaning to change. Popkewitz 's theory calls on past
experiences in the setting and knowledge which is formed through these past experiences
to give meaning to the new ideas. Furthermore, Marris also derives meaning from
cultures, values, norms, and traditions of the social system. Both these theories summon
history and experiences to give meaning to change.

Popkewitz (1991), Sarason (1995), Rogers (1983) and Fullan (1998)
support the idea that people or teachers are key actors in reform and suggest that.it
is necessary to move away from the old in order to accept the new. In order to
understand change, it is necessary to understand historical antecedents of change

events and how historically framed patterns formed over time construct power
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relations that control knowledge. Popkewitz maintains that “the forms of
knowledge in schooling frame and classify the world and nature of work, which in
turn, have the potential to organize and shape the individual’s identity” (p.218). In
this context, knowledge provides rules and standards and organizes perceptions,
ways of acting, and concepts of self. How we see the world around us is defined by
our social epistemology.

Furthermore, Popkewitz asserts “that power rests in complex sets of relation and
practice by which individuals construct their subjective experience and assume identity in
social affairs” (p.219). He conceives of power having at least two dimensions. First, he
asserts, power relates to “forces”, which is the ability to exert power over others, regulate
policies, and make decisions that produce contexts of domination and subordination.
Second, “effects” relates to rules, standards, and styles of reasoning by which individuals
speak, think, and act in the everyday world. Power involves certain social actors which
dominate or are dominated by the working of school.

In support of Popkewitz (1991), Sarason (1998) maintains that “any
attempt to introduce change into the school setting requires among other factors,
changing the existing regulations in some way” (p.113). Teachers’ intended
outcomes involve changing the existing regularity and eliminating one or more of
the old ideologies and producing new ones. The two dimensions lead to the
assumption that change cannot be initiated from the top without the possibility of
failure and that those who stand to be affected directly or indirectly by decisions
should stand in some relation to that decision making process. Sarason stresses the

importance of figuring out what teachers think, if one truly wants to bring change.
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Sarason's support for Popkewitz's idea of effective change is that we must shift the
dimension of "force" to "sharing", where by teachers derive meaning from change
when they are considered as part of the process. Not only is it important that
teachers’ thinking be considered, they should also be engaged in the decision
making process.

Rogers pushes this understanding of considering teachers in decision
making further in his human resource frame that calls for an understanding of what
drives people to adopt innovations. He contends that innovations should be
clarified and understood before they are fully adopted by members of the social
system. Rogers’ (1983) Theory of Diffusion of Innovations, proposes that
“innovations are communicated through some channels" (p.127). Change happens
overtime and is communicated to members of a defined system. Rogers identifies
four components of his theory: innovations, communication channels, time, and
system. Innovations as units of thought, ideas and activities that members of a
social system engage in should be communicated in a process though which people
share meaning. The time component depicts the rate of adoption of an innovation.
Teachers as members in a social system have values and may act as change agents
and also as rational or irrational adopters. People adopt new innovations when they
perceive the benefits and profitability of the new as more compatible than the
existing one.

These ideas affect the degree of involvement and commitment in that to unlearn
the historically framed patterns of apartheid and its oppressive nature is not an easy task.

School leaders are used to being the "final word" and teachers are used to following the
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rules and regulations. Sharing of power and decision making will take a great effort on
the part of the school leaders. Sarason (1998) further suggests that the understanding of
the culture of schools is necessary for anyone who wants to change schools. He states that
"unless the culture of school is better understood, the effort to change schools would be
ineffective" (p.24). We need to understand how things are done in our schools, how they
differ from other schools, what are the important traditions, ceremonies, rituals and

stories. In addition, beliefs, values, desires and interrelationships impact school culture.

SOCIAL JUSTICE THEORIES

Adams, Bell and Griffin’s (1997) define social justice education as both a process
and goal. The goal of social justice education is full and equal participation of all groups
in a society that is mutually shaped to meet their needs. From Adams et al’s point of
view, social justice includes a vision of society in which the distribution of resources is
equitable and ail members are physically and psychologically safe and secure. They
envision a society in which individuals are both self-determined (able to develop their
full capacity) and interdependent (capable of interacting democratically with others).
Social justice involves social actors who have a sense of their own agency as well as a
sense of social responsibility towards and with others and the society as a whole.

Central to this argument, gender, race, ethnicity, and class are constructs through
which hierarchical relations are created and maintained in such a way as to give some
men power and privilege over other men and over women by their control of material
resources, sexual and reproductive services, education ad knowledge. Such control over

others is maintained by a complex weave of social relations among dependent groups,



which offers each group some advantages over other groups, sufficient to keep each
group within the dominance system subordinate to the elite (also see Dorothy Roberts
(1993), “Racism is patriarchal. Patriarchy is racist”. We will not destroy one institution
without destroying the other. In essence, when the issues of social justice are at the heart
of our schools, our teachers, students, parent and community at large benefit from the
teaching for social justice education. Weiler (1998) believes that teaching for social
justice is at the core of democratic education. It serves as a reminder not only for the
inequalities and biases that continue to wear away at the foundation of democratic values,
but of the powerful stories which inspire us to work towards change, to make the world a
better place.

Wing and Carvalho (1998) state that South Africa needs a vision of equality that
gives particularized attention to the needs of Black women, who have endured unequal
treatment because of their race and gender (p. 387). That is, Black women have been
oppressed by whites on the basis of race, and they have been oppressed by both white and
black men on the basis of gender. The concept of a “nonracial” and “nonsexist” South
Africa is challenged by the men’s attitudes that are often more important than written
constitutions and legal instruments in determining the advancements of women. Wing
and Carvalho assert that constitutional, statutory, and other legal changes without
corresponding modifications in attitude will not dramatically improve the situation of
Black women. For instance, tribal leaders have historically opposed equal rights for
women. Wing and Carvallo see such examples of oppression of Black women as a direct

aftereffect of apartheid and customary laws that had become entrenched over time in the
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experiences of daily life of Black women in South Africa. In this light, Black women
lived under a dual burden of discrimination: apartheid and sexism (p.388).

Customary laws subjected women to black male domination in that women had
no power/voice to challenge the male impact on marriage, guardianship, succession,
contractual power, and property rights. Customary law is defined in the Law of Evidence
Act of 1988 as “ the Black law or customs as applied by the Black tribes in the Republic
or territories which were formerly part of the Republic” (Hoffman & Zeffertt, 1988 cite
in Wing and Carvalho, 1998). This law sees women as perpetual minors and lifelong
wards of their fathers, husbands, brothers or sons. First, women cannot engage in
contractual agreements, acquire property, inherit or marry without the permission of a
guardian, who is usually a male relative. Under this law, a woman’s assets became the
sole property of her husband after marriage. Second, this law legalized polygamy. Also,
women needed their husbands’ permission to work and fathers’ to marry.

Wing and Carvalho (1998) identified four arenas of oppression: employment,
education, rape and domestic violence, and health care (p. 389). Apartheid's formal
restriction impeded the entry of Black women into the workplace. They were placed
predominantly in the agricultural and service areas, least skilled, lower-paid and insecure
jobs. Several independent components of the pre-1993 regime acted to block the
movement of Black women into higher-skilled, higher-wage sectors of the economy.

Along with education for Black women being restricted under apartheid, pass
laws legally kept Black women out of urban areas and denied them access to the skills
and opportunities that they needed to become participants in an organized labor force.

Jobs traditionally held by Black women during apartheid were not protected by fair labor
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standards. Minimum wages, maximum hours, maternity benefits, paid sick leave,
disability insurance and any kind of job security were not for Black women. In addition,
geographic restriction posed working conditions on domestic servants. As a legacy of the
racist system, the marginalization of women stemmed from the influx control legislation
which, through pass laws, specify that people would be allowed to settle in urban areas as
individuals, not as family units. Also, the burden of commuting, discouraged some
women from the workforce. Furthermore, women were unprotected from harassment in
the workplace and sexism was reflected in the norms created by society, such as the
different expectations that parents had for their sons and daughters. Parent withdrew their
female children from school and in essence, Black families placed more emphasis on
education of male children in that girls were the first to leave schools to help their
families. A lack of access to education, particularly for rural women was mainly
perpetuated by the "forced removal” policy of the national party, influx control and pass
laws that prevented women from lawfully residing in the cities and urban areas. As a
result, it was illegal for women and children to live away from the Bantustans or the so-
called homelands (Wing and Carvallo, 1998, pp.389-90). |

The dawning of the new South Africa brought with it a campaign to achieve
equality for Black women. Equal protection under the law to all people prohibits
discrimination on the basis of gender. The Interim Constitution afforded a platform to
introduce affirmative action programs to benefit Black women as well as others
dlscnmmated against under apartheid. Wing and Carvallo (1998) assert that affirmative
action programs are needed to overcome existing discrimination against Black women.

Without employment, Black women will not be able to gain economic independence,
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access to education and health care. Without education, Black women will not be able to
compete for jobs, participate effectively in the political process, and alter the course of
their lives (pp.391-392). The interim constitution needs to provide measures to prevent
sexual and physical violence against women. It also needs to remove barriers that prevent
Black women from benefiting from education and employment opportunities.

In the South African context, Black women will not be fully emancipated by a
reform of South Africa law unless such reform is followed by the abolition of patriarchal
norms, spread of education, absorption of women into remunerative occupations, and
participation by women in the work of the government. The Constitution fails to
accommodate the intersectionality of race and gender or to attack oppression of Black
women within the private sphere (see Wing and Carvallo, p.392). For a better
understanding of the dual burden of Black women, it is also essential to understand the
ambiguous status of customary law under the Interim Constitution. While it does not
necessarily bind traditional leaders exercising customary law powers, it implicitly
recognizes customary law while contradicting its simultaneous call for gender equality.
Hence it sets up an apparent confrontation between different cultures. What this means is
that the Interim Constitution does not resolve the seeming conflict between the equal
protection clause and customary law (Wing and Carvallo, p.392).

Consequently, in the South African context, Black women suffer discrimination
both as blacks and as women. Therefore a legal system that demands that Black women
establish their legal claims as one or the other will fail to address the special problems
generated by the intersection of race and gender. The intersection of race and gender

justifies calls for the creation of a separate constitutional status for Black women. Black
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women cannot expect that measures designed to benefit women will directly enhance
their condition, since the measures may in practice favor white women, whose social and
economic position makes them situated to take advantage of the measures.

Finally, and perhaps most important, the literature promotes thinking about what
gender, leadership and social justice are and what possibilities and limitations exist for
them in general and in the context of South Africa in particular. Furthermore, the
literature provides the conditions that make it possible for women to participate in
leadership and sogial justice, given the interlocking systems of oppression; and the
commitments to be addressed when deciding on a theory (theories) of leadership and
social justice for understanding Black African women’s personal narratives. These
commitments include the embracing of the paradigm of both/and view and the promoting
of a “visionary pragmatism” that emphasizes the necessity of linking caring, theoretical
visions with informed, practical struggle to act politically for social justice.

As social justice turbulence increases, the issues of change are omnipresent, and
concerns of who will benefit from change and who will be harmed come to the forefront.
In general, organizational change and social justice are of paramount significance at this
moment in the South African history; in particular and most important, social justice is
central to the lives of women and Black women who are defined through multiple

burdens of oppression.
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Chapter 3
RESEARCH DESIGN

Introduction

'Questions in this study were based on the overarching question which explored how
race/ethnicity, mother-tongue/language, gender, and class affect the practice of Black
women elementary school leaders in creating sogiélly just and equitable elementary
schools in South Africa. In this chapter I provide a rationale for the methods used.
Biographical narrative and phenomenological methods used in this work assisted me in
the re-telling of life stories that reveal the culture, context, and history of individual
intention, potential, and work as women educational leaders.

Polkinghorne (1989) advises that when phenomenology is applied to research the
focus is on what the person experiences in a language that is loyal to the lived experience.
In Leedy's (1997) words, “ In its broadest sense, phenomenology refers to a person’s
construction of the meaning of a phenomenon, as opposed to the phenomenon as it exists
external to the person” (p.161). Thus, phenomenological inquiry endeavors to describe
and explicate the meaning of human experience as it found in concrete situations and as it
appears to the people who are living it. In addition, phenomenological methods attempt to
get deeper than how people describe their experiences to the building blocks that underlie
consciousness, that is, their personal meaning as well as their emotional and intellectual
understanding. Thus, in-depth interview protocols were used as extended conversations
to develop the rich texture of this study. Since my study concerns women in particular, I

followed a number of suggestions from Bloom (1998) on feminist methodology.
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What most scholars, including Bloom (1998) call the traditional “stranger-friend”
continuum may be lengthened to a "stranger-friend-surrogate family" continuum as
captured in our relationships. For instance, I was invited to attend other cultural and
family activities beyond the call of our * respondent-researcher relationship” At one
point, I went to church with one of the women. I attended a funeral service of a family
member of one woman, I went to graduation with another and also attended a cultural
dance with another woman. The connection between us became a source of both
intellectual and personal knowledge. I helped all the women with guidelines to writing a
business plan that works. Moreover, these activities enhanced my interpretive abilities. I
was able to observe the women in different environments that were non-threatening to
them. As a feminist researcher, guided by Bloom (1997) and others, I was able to strive
for egalitarian relationships with the women by making space for them to narrate their
stories as they desired, by focusing on issues important to them, and by doing most of the
listening in our exchanges.

To break down what scholars call the one-way hierarchical framework of
traditional interviewing techniques, my participants and I engaged in interactive and
open-ended interviews, working together to arrive at what Tesch (1994) calls “the heart
of the matter” (p.147). I employed Tesch’s (1994) advice on phenomenological methods
and learned to take cues from my participants’ expressions, questions, and occasional
sidetracks to take the level of probe further. We engaged in talk between friends where I
shared similar experiences with the women. Our interviews were dialogic in that both the
women and myself revealed ourselves and reflected on our disclosures. This was made

possible because as an elementary school principal in Soweto, I had had similar
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experiences at some point in my life. Because of the mutual disclosures, the women were
able to open up and we developed more intimate relationships. In my opinion, our
dialogues were non-judgmental and my body language assured the women that I believed
in their sincerity in the telling of their true experiences.

In addition to stranger-friend and respondent-researcher relationships, I embraced
Bloom’s (1997) advice that good listening enhances good story telling. As a result, our
interviews became a site of conversation and reciprocated self disclosure and supported
the development of a relationship more akin to or resembling friendship or sisterhood
than the conventional middle ground between stranger and friend. Since my study
required me to probe and explore sensitive issues that the six Black African women
experienced in their personal and professional lives, at times these issues brought painful
memories and the personal disclosures required the utmost confidentiality. As a
consequence, the developed “stranger-friend-surrogate family” continuum came into
play.

RATIONALE FOR USING NARRATIVE METHODOLOGY

I used qualitative research strategies, in particular, biographical narrative as a way
to explore, learn and understand how Black women elementary school principals navigate
across institutional and political, cultural and language, economic and social/historical
arenas to create socially just and equitable schools in South Africa. According to the
Popular Memory Group (1982), the principal value of a narrative is that its information
comes complete with evaluations, explanations, and theories and with selectivities,
silences, and slippage that are intrinsic to its representations of reality (cited in Casey,

1995, p.234). I was also influenced by Benham and Cooper's (1998) understanding that
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narrative knowledge is more than emotive expression, it enables us "to organize,
articulate, and communicate what we believe... and reveal, in narrative style, what we
have become as educators" (p.8). In addition, narratives also help us to construct our
personal identities and reveal life changes (p.8). To justify story telling and narratives,
Benham and Cooper maintain that storying and narritology are genres that move the
researcher "beyond (or to the side) of the main paradigms of inquiry" and "have the
potential for advancing educational research in representing the lived experience of
schooling” (p.11). Indeed, this advice allowed me to capture the women’s personal and
professional lived experiences in different stages in their lives.

Narrative was most appropriate for this study as supported by Gramsci who writes
that "the importance of the past can only be understood in relationship to the
responsibility of the present” (cite from Casey 1995, p.157). Since I was interested in
exploring how the 6 women worked for social justice in both the apartheid South Africa
and the new South Affrica, it was necessary to capture the past in order to direct one's
attention towards the present as it is, and how they has managed to transform it. It can be
seen from Casey’s work that narratives disclose diverse political projects, but also
demonstrate social inclusivity and reveal progressive points of convergence. Thus, all
educators working for social change have a great deal to learn from the care these women
give to their students, the outrage they feel towards injustice, and the way they dare to use
the limited power and resources they have.

I believe that listening to the voices of women working for social change renews
our faith in positive progressive "political passion", a belief shared by Casey (1995). Itis

my hope, a hope echoed by Thompson (1978), cited in Casey, 1995, that the scholarship
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that engages in story telling/oral history strategy should be seen as a mechanism that
gives history back to the people in their own words, and gives them a past to help them
towards a future of their own making

Strengths and Weaknesses of Narrative

One of my beliefs, supported by Benham and Cooper (1998), is that the strength
of narrative style lies in its ability to "illuminate both logic of individual course of action
and the effects of system-level constraints within which those courses evolve" (p.11). The
other belief is that, life history narratives have an advantage in revealing the relationships
between individuals and the society. They describe the ways in which women negotiate
their gender status in their daily personal and professional lives and they allow the
examination of the links between the evolution of subjectivity and the development of
female identity (Benham and Cooper 1998, p.11).

Benham and Cooper (1998) also acknowledge one weakness of narrative in that
"narratives have been ensconced in the particular and the specific, when there is a real
need for them to develop linkages to cultural and political" (12). As a result, I also
propose that the six Black women’s stories should be seen ﬁrst "as a starting point for
active collaboration” and second "as a beginning of the process of deconstructing the
discursive practice through which one's subjectivity has been constituted" (p.12). Finally,
and perhaps most important, the women' stories should promote thinking ab