CHAPTER THREE

STRATEGIC LEADERSHIP AND
MANAGEMENT IN INC .USIVE SETTING

If the blind lead the blind, both shall fall into the ditch.

Matthew 15: 14.

3.1 INTRODUCTION

rding to Bottery (2004; Hargreaves and Goodson, 2004), there is a renewed
emphasis on improving leadership capacity and capability in the drive towards ¢ er
performance and standards in schools. It is believed that quality leadership makes
significant. differences to schools and to learners’ outcomes. There is a growing
récognition in many parts of the world, inclu ng South Africa, that schools require
effective leadership and management if they are to provide the best possible
education for ‘all’ their learners (Bush, 2007). Fidler (2002; Stoll, Fink, and Earl,
2003) state that this requires strategic changes which will involve e ¢
organization' in a holistic way. Schools should take account of presst :s and
influences from outside the school and take steps to ensure that planned activities
will be sustainable over the medium term so that progression towards a« ie g
long-term strategies proceed according to plan. After studying several 32adersh
and management models, the researcher decided to discuss only the mod¢ 3 that
will be compatible with Inclusive Education principles in accordance wi 1 White
Paper 6 (DoE, 2001), namely: strategic leadership, ecological leadership,
transformational leadership, invitational leadership, politic: leadership, bureau atic

management, collegial management and poli :al management.

In the next section the concepts ‘strategy’, leadership and leadership style and

management will be discussed.
3.1.1 Strategy

Fidler (2002) clarifies the meaning of strategy as ‘the pattern or plan that integrates

an organization’s major goals, policies and actions into a cohesive whc . Fidler




(2002) argues that traditionally, strategy was associated with planning and states
that it is better to think of strategy as a perspective and a holistic way of looking
things. Strategy does not focus on daily detailed activities but rather is cc cer
with the broad major dimensions of the organization such as medium and long-term
frameworks. The template for strategies may be used for shorter-term planning of
activities. To achieve the desired goals, schools as organizations have realized that
their assets are their people who should remain or become competitive dependir
mainly on the development of a highly skilled workforce, requiring trained and
committed educators who in turn require leadership, higﬁly effective principals and

‘the support of senior and middie managers (Bush, 2007).

The researcher deduces the meaning of strategy from the above paragraph as a
specific longer term action that‘will take place. A well planned strategy will therc sre
be crucial in planning for the implementation of White Paper 6 on Inc usive
Education. The inclusive ideal will only be realized when the leadership of schools
invests in its people by empowering them with the skills that are necessary for

specific actions in implementing Inclusive Education effectively.

3.1.2 Leadership and management

According to Bush (2007) a distinction should be made between leadership and

management. The author links leadership with change and management with the
maintenance of activities. However, he stresses the importance of both dimensions
of organizational activities and argues that leadership means to ... ir ience ¢ 1ers’
actions in order to achieve desirable goals. ‘Leaders are people who shape the g Is
and motivate so that the employees can engage in their work with passion’ (Ct ian,
2004 quoted by Bush, 2007; Farkas, Johnson, and Duffett, 2004). They « en initiate

hal with the 'm to reach existing and new goals. Leader: ip s n
ingenuity, energy and skill whereas management involves the efficient and effective
~ maintenance of current organizational arran :ments (Giuliani, 2002; James, 2005).
Bush (2007) states that leaders are people who are concerned with the
implementation of policies and decisions which will assist in directing the activities of
an organization towards a specific goal. Mur  as managers often exhibit leadership

skills, their overall function is focused on maintenance rather than ... ange.







e ethics, and

e experiences of the principal.

In other words, the leader's own perception of what will work for the school (Bush,
2007; Bielang, 2003: 36).

The researcher’s opinion is that the life the principal lives and the kind of [ ‘son
he/she is, determines how he or she runs the school. If the principal lives a pleasant

3 of loving and being loved, being trusted and is an extrovert, there a better chance
of him/her trusting and showing appreciation to his/her staff. Those who ad a
childhood of aggression and mistrust might display the same unp sant
characteristics, because that is what they know to be normal. The educators be g
supervised are individuals with different ersonalities and backgrounds. The
leadership style used will vary according to what will be suitable for the individual

employee and what he or she will respond to positively (Bush, 2007).

This researcher wants to argue that for this to be possible, the principal needs to
- make a deliberate effort to get to know his/her individual staff members and then
needs to determine the best style that will suit each individual educators. This

requires interaction at a professional and a personal level, through for example, am

building activities. The school has traditions, values, a philosophy and concerns that

will influence how the principal acts (Bush, 2007).

The researcher has not experienced principals going into a school and changing the
traditions, values and philosophies. The principal risks being alienated by the staff
that have been in the school for a long time and who have made thems¢ res
custodians of the fraditions, values and pr »>sophies of the school. A successful
principal should study the traditions, values and philosophies of the school even
before he/she takes the position in the school so such a principal can make informed
decisions regarding either to support the traditions, values and philosophies of the

school or to plan for changes that will be supported by educators.




3.1.4 D ining the concepts of leaders, managers and the functions of

managers

A classic definition of managers and leaders is that ‘Ieaders do the right thing and
managers do things right’. A standard defini >n is that ‘managers work toward the
organizatibn’s goals by using its resources in an effective and efficient manner
(Bush, 2007). Managers are involved in four general functions, namely | anning,

organizing, leading and controlling.

Bush (2007) sheds more light on the four managerial functions in the ft owing

manner:
Planning

Planning includes identifying goals, objectives, methods, resources,
responsibilites and dates for completion of tasks. Examples of planning are
strategic planning, business planning, project planning, staffing planning,

advertising and promotions planning.
Organizing

The aim of organizing is to achieve the goals in an optimum fashion. Examples
~ of organising are organizing new departments, human resources, office and file

systems.
Leading

Leading includes setting direction for the organization, groups and individuals
and influencing people to follow that direction. Examples of leadii are
establiéhing strategic direction (vision, values, mission and/or goals) and
championing methods of organizatibna| performance management to pursue that

direction.
Controlling

The aim of controlling to ensure the smooth running of the organization's

systems, processes and structures in or :r to reach goals and objectives. 5

includes ongoing collection *of feedback and monitoring and adjustme  of
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risks can be taken by the direction-givers to achieve their organization’'s purpose

while avoiding repetition of the mistakes of the past.

The researcher perceives the above as being applicable for e effective =°

implementation of Inclusive Education. We need leaders who understand where we
have been as a nation, where we should be and where we want to be in terms
inclusivity within our school system. In the introduction and statement of the problem,
the researcher has highlighted the need for a new unified education and training

system so that imbalances of the past can be rectified (cf.1).

Strategic leaders are involved in the following activities:
Direction setting.
Translating strategy into action.
Aligning the people and'the organization to the strategy.
Determining effective intervention points, and
Developing strategic capabilities

(Davies & Davies, 2009:13; Leithwood & Riehl, 2003)

3.2.1 Direction setting

Davies (2009) states that a strategic leader sets a future direction framework for the
organization and that the role of the strategy is to translate the moral pu ose and

the vision of the organization into reality.

It is this researcher’s opinion that the principal must have a clear vision, a strc

of . the hool ould ultime y ack a k
linked to the moral purpose of the school an the community. The community ei
served must identify with the moral purpose and they must see the vision as
something worth striving for. For example, the vision of the school may read that:
Striving for an inclusive school in which all learners in our community will be treated
equally ir spet © ator ¢ bility, for a renaissance of a new generat 1in
South Africa.










a - talking of marshalling resources and looking with a future perspective in order
to achieve the maximum potential of an organization. Strategy involves how an
institution is going to travel from the present point to the desired destination, what
kind of structures will be put in place in the school, what measures will be taken to
make it happen and how the money will be used (Fullan, 2005; Davies, 2009). A
strategy according to Davies (2009:16) ‘...is a plan of action or conscious plan of
action, that's taken in the light of the information that is available at the time.
Strategy can take various forms. It is a mechanism for delivery on wilding the
direction and the capacity of the organization tc achieve that directional shift or
change. For translation to take place, leaders in schools must proactively tran: rm

their mindsets and strive for something better'.

The researcher perceives the above explanation of strategy as crucial for the
implementation of White Paper 6 on Inclusii  Education. In South Africa, our past
speaks of separatism; the cardinal point of changing our mindsets to thit of
inclusion is the first step towards what we are striving for as a better goal for a ur »d

future.

Davies (2009) outlines different ways of translating strategies into action:

e Strategies translating into action-strategy develdpment and organization

processes.
e People and organizational alignment to the strategy.
These two points are discussed in the following paragraphs.

3.2.2° Strategies translating into action-strategy development and

“organizational processes

According to Davies (2009) there is a four-stage ABCD approach of translating

strategy into action. .
3.2.2.1 Articulation of the strategy

Articulation of the strategy takes place in three wa o articu .ion, written

articulation and structural articulation. Leaders communicate, through talking and
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cor rsational strategies, the strategic purpose and the direction of the organization.
Written articulations are formal statements and plans that are clearly distinguishable
from operational short-term plans. A structural articulation refers to the organizational
infrastructure that supports and develops the strategic approach, for example
setting-up structures or strategic meetings separate from the cycle of operational
meetings (Knapp, Copland, & Talbert, 2003; Davies, 2009:17).

it is also important to build a common understanding of what is possible through
shared understanding and images. Building stages entail envisioning a clear and an
understandable picture of what the new way of operating would look like. = e people

] ¢ ool must be awakened to alternative perspectives and experiences and
must agree that a continuation of the current way of working is inadequate if the

school wants to be effective in future (Davies, 2009: 18).

Leadership must create a shared conceptual or mental map of the future through
dialogue. Kaplan and Norton (Davies, 2009) argue that strategic leaders need to
step back and articulate the main features of the current organization which they c:

‘strategic architecture’ and must lead their members to define what the future of the
school and new architecture might be. This might involve a process of enhancing
participation and motivation to understand the necessity for change through strategic
conversations. It mainly draws on high-quality information both from within and
outside the organization, which is part of the strategic analysis that und¢ ins

dialogue.

The leadership of a school must define e desired outcomes and star s of
achieving those outcomes, so that a clear picture of the new strategic architecture of
the school may be established. According to Tichy and Sharman (1993, quoted by
Brundrett and Deiring, 2006; Davies, 2009) is stage involves identifying series of
projects that need to be done in order to move the organization from its current s .
This statement agrees with the short-term strategies stated above for Inc isive
Education. For the strategiés to function effectively, we need educators to capture

the vision and to be aligned to the strategy.

The researcher is of the opinion that articulation of the strategy is very important.

Communicating the strategy, how and when the articulation is done are equally
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The researcher supports the above statement and wants to add that this will have
maximum impact if the principal takes time to study the mindsets and behaviour of
the educators so that the principal can be able to speak to the ‘hearts’ of the
individual educators. Quinn (2004) points out that ‘...telling is not as effective in
situations réquiring significant behavioural change because it is based on a narrow
cognitive view of human systems, it fails to incorporate values, attitudes and

feelings’.

3.2.3.1 Strategic conversations

The development of strategic conversations ¢ d dialogue involves discussions about
hblistic whole-school issues and the trends that may face the school over the ne

few years. This is described by Hirschhorn (1997: 123-4); Van der Heijden (1996:
41-2) and Davies (2002: 21) as conversations that enable people to develop a

strategic perspectives of what the school might become in the future.

The researcher perceives this statement to be crucial as the ideas that are
communicated must be done in such a way that the staff members will buy-into it
otherwise they will carry on with their business as usual. Inclusive Education must be
properly disseminated. The Department of Education must train all school : aff for
inclusivity. In addition, the truth of Inclusive Education must be told as the truth will
influence how staff will experience the conce t Inclusive Education. For example,

you lost your legs today in an accident, you would like people to find a way of
accommodating you. Sparks (2009) state that ‘...because emotions provide the
passion and commitment that overcomes complacency and resistance to change,
vivid stories, image and experiences are more powerful than research and analysis

intended to offer logical reasons for change’.
32 2 .

It might be a difficult and siow process to move from a previous state of being to a
new state of being as projected in broader and longer-term strategic issues. This is a
process of re-culturing the organization (Davies and Davies, 2009) through
participation in discussions essential for the development of the organization’s ability
to build leadership in depth. The most significant ability is buildir on the

involvement of all the members of staff in the >nger-term development of the school.
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¢ atc ic organizations use the abilities and talents of wider staff groupings »
involve everybody in building and committing to the strategic direction of the scho
(Roheiser, Fullan, and Edge, 2003; Davies and Davies, 2009).

The researcher thinks that Inclusive Education is everybody’s business; it is not just
for a compassionate few. All stakeholders in education must be involved to ensure

that the new inclusive culture is ushered-in.
3.2.3.3 Strategic motivation

The development of a strategic cause in which individuals are motivated to
contribute leads to improved effort and commitment. Gratton (2000) ac ' tes
developing ‘emotional capabilities’, ‘trust-building capabilities’ and capabilities to
build a ‘psychological contract’ as a way of engaging and motivating staff. Building a
commitment to values and long-term ambitions provides individuals with a vision and
a sense of direction that allow them to put short-term challenges into context. Getting

involved is much more significant than documentation.

The researcher’'s opinion is that inclusive schools have some learners whom ey

rejected and excluded by sending them to special schools, some learners were
pushed-out or dropped-out of the system completely, but suddenly the same st | s
must welcome them back into the school. This requires fremendous effo and

commitment from all stakeholders.

Conversational strategies and participation enhancement build greater personal and
organizational capability and capacity, bearing in mind that the major resource of any
organization is the quality of its human capacity. This means that enhancing qu: ty
should be the most important focus of the organization. It is necessary

differentiate between capability and capacity. Capacity is seen as the resource level
that is available at any given moment to achieve an objective. Capability is looked at
as a mix of skills and competencies possessed by the people in organizations hich
are needed to achieve the objectives (Davies, 2009). The right number of peoplé
may not, at a particular time, have the right skills. However, when they do it can be
said that both capacity and capability are present. Boisot (1998: 5; Sparks, 2009;

Deutschman, 2007) state that ‘...we shall use the term capability to depict a strategic







Leaders who are dissatisfied or restless with the present situation.

Leaders who prioritize their own strategic thinking and learning.

Leaders who create mental models to frame their own un‘derstanding and

practice.
Leaders who have powerful personal and professional networks.
3.3.1 Leaders who are restless or dissatis 2d with the present situation

Davies and Davies (2009) describe leaders who are dissatisfied with e present
situation as having ‘creative tension’. The creative tension emerges from seeing
clearly, where one would like to be (the vision) and facing the truth about e current
reality. These leaders have a vision of strategic leaps that the organization needs to

make and act passionately for change.

The researcher’s opinion is that South African principals should be restless about the
state of Inclusive Education in schools. We cannot afford to col nue ith

discrimination against learners who experience barriers to learning in the classroom,
3.3.2 Leaders who prioritise their strategic thinking and learning

Strategic leaders focus on their own learning and stress the importance of new
knowledge to promote strategic direction for the school. For the development of
creative schools leaders need to stress the importance of new knowledge in order to

promote the strategic direction for the school )avies & Davies, 2009).

The researchers is of the opinion that much as we are prone to segregating because

of the past, we can learn to be inclusive in the school. Deutschman (2007 17)
nine .o v D . ty t 3 d

environments, even while we are creating new ‘neural pathways’ the old ones are

still there in our brains. Until the new ones become completely second nature, then

stress or fear can make us fall back on the old ones’. Sparks (2009) concludes that a

‘... powerful way to create new habits is to integrate ‘doing’ into the learning process

whenever possible’.




3.3.3 Leaders who create mental models to frame their understanding and

practice

Strategic leaders make sense of the complexity of the schools y creating mental
models and frameworks to aid their understanding. They also stress the importan
of having a theoretical model to support strategic development and the importance of
sharing that model with others in the organization (Davies & Davies, 2009). Sparks
(2009) states that ‘...leaders create new conceptual frames or mental models for
themselves and others that enable continuous improvements in teaching, learning

and relationships’.

3.3.4 Leaders who have professional and powerful personal networks

Strategic leaders are always scanning the environment: locally, regionally and
internationally. Their passion is to develop new ideas and to benchmark irrent
practices in their schools with those of schoc ;5 in the wider educational community.
They have the ability to develop personal and professional networks that rovide an
alternative perspective from those prevalent in their immediate educational

environment (Deutschman, 2007; Davies & Davies, 2009).

The researcher is of the opinion that Inclusive Education is not a one-person shc . It
requires everybody to be involved at all di 2rent levels. These include e al
community, Non-Governmental Organizations, the Department of Education, Senior
Management Teams, educators and parents. Sparks (2009) supports this argument
by adding that ‘...through teamwork, leaders cultivate relationships that offer hope,
provide encouragement and support in the acquisition of new practices and stimulate

new ways of thinking about teaching and learning'.

Based on the significant perspectives drawn from Gardner’s (1999) notion of muitig
intelligences, a definition of strategic leadership should be based on a

conceptualisation of strategic intelligence, summarised as three types of wisdom:
¢ People wisdom.
¢ Wisdom in context.

o Wisdom in procedure.










therefore, leadership must be ‘ecologically aware’ of the forces affe ng upon, not

just their own practice, but also on the attitudes and values of educators, learners

and the wider communities that they serve. Leaders need to place their practice

within meso- and macro-contexts. Bottery (2004) states that due to the current

pressures on educational practice, educational leaders need to embrace the

following:

Ecological and political awareness so that it extends beyond the institution to the
local community, the nation, and the globe. With respect to Inclusive Education,
the researcher is of the opinion that the leaders must be aware of the fact that

inclusivity has t :ome a global movement (cf. 2.2).

Engage in the notion of public good, drawing people beyond the personal and

making think of their communities and its learners’ education.

Reflexive and proactive approaches to a rich and extended version of

accountability.

Building elected representatives with professional and non-professionals to
develop extended partnerships not only to improve professional practice, but e

society in general.

Building a theory of knowledge with regard to methods, validity and scope, not
only as a reflection of humility in such partnership, but also as a counterwei¢ t to
absolutist and relativist views. The absc itist makes us aware that there is a
universal standard of truth; what is true or false depends on what the facts are,
not on what individuals or societies believe to be true. Relativist views are those
that make us aware that there is no universal standard of truth; what is true or

false depends on what individuals or societies believe to be true.

Being constantly self-reflective on their profession as an interrogation and

understanding of practice within larger contexts (Bottery, 2004).

Ackerman and Maslin-Ostrowski (2002) and Bottery (2004) further argue that not

enough attention is given to the policy and economy context within which educational

leadership is practised. Wright (2001, quoted by Bottery, 2004) agrees w this

136




position and argues that the economic and olitical climate effectively reduce the
ability of school principals and other educational leaders to transcend matters of
government pQIicy and that their own values and preferred practice are being
submerged beneath a deluge of managerial rhetoric, paperwork and le¢ slated

practice.

The researcher agrees with the above statement because in South African schools
the stakeholders are submerged with a lot of paperwork and legislated practice at
sometimes acquire more time for doing administration work than for tea: iing
learners in the classroom. However, true leadership emerges in times of crisis
(Ackerman & Ostrowski-Maslin, 2002)

With regard to the leadership requirements detailed above, it is important to examine
other types of leadership models that speak to Inclusive Education to see how such
models respond to the pressures and how well such moc¢ ‘s incorporate e

requirements listed above. The following models will be discussed:
e The moral community leader model

¢ The ethibal dialectician model.

3.5 THE MORAL COMMUNITY LEADER MODEL

Sergiovanni (1996, quoted by Bottery, 2004) calls a moral community leader a
servant leader. This type of leader sees the school as a community embraces and
reflects back the core educational and moral values of that community. = e
researcher's opinion is that moral community leadership is appropriate for the

implementation of Inclusive Education.

The definition of school life in this context could be a ‘public celebration of values’.
Moral leaders help with the challenges that define education and moral values fthe
community. Sergiovanni (1996; Sparks, 2009; Deutschman, 2007) argues that for
the school to work well, theories of leadership that recognise that parents, educators,
administrators and learners need to sacrifice their needs for causes that they believe

in.







argument. Bottery (2004) argues that a principled moral vision is needed for an
educational leader and a process of moral dialectic is equally important.
Unfortunately, the current policies of control as well as demands from e society
create intense pressures, enough to prevent the full development of e e ical
dialectician model of leadership. He suggests a policy orientation that acknowledges
the necessity for leaders to start from an ethical centred model in order to deal with

the particular contexts of educational problems (Deutschman, 2007).

Should the leadership of educational organizations and in particular that of si i00ls,

be embedded within the networks of regional, national and global policy making,
then acceptable and practical forms of leadership need to interrogate such pt cy
making. A leader of a value—driven and essentially moral organization needs to ask
awkward questions about the policy networks that facilitate, constrain or direct the
context of education (Bottery, 2004; Deutschman, 2007; Sparks, 2009).

Ethical dialecticians recognise the need for educational organizations to engage in
national endeavours delineated and organized by the government of the day but also
take cognisance that they have a responsibility to do much more than this.
Educational leaders need to help individuals look into themselves, to stand back
from the demands of everyday life to reflect upon the way the current circumstances
and problems provide new insights into which they are, into the nature of their
morality, and into how values have fashioned and shaped such realities to provide
personal meaning to their lives. They have to transcend the personal to be al 3 to
reflect on their relationships with others, on their rights, on their responsibili s to
others, communities and the global society (Bottery, 2004; Deutschman, 2007;
Sparks, 2009).

Deutschman (2007) offers three linked elements that he calls, ‘relate, repeat,
reframe’. In 2l , he emphasizes the importance of havit _ s

with individuals and groups that inspire and sustain hope and rovide sup' rt.
‘Repeat’ underpins the importance of learning, practicing and mastering new skills
until they become habitual. ‘Reframe’ means to acquire new ways of thinking about a

situation.










participation in decision-making. These practices include the ongoing refinement of
both routine and non-routine administrative processes (McColl-Kennedy & Anderson,
2002; Shields, 2003; Fullan, 2005; Wheatley, 2006; Senge, 2006).

The researcher is of the opinion that the above statement is applicat to the
implementation of Inclusive Education, in the sense that there is a need for refining
and redefining of all processes to bring about sustainability and support measures to

all stakeholders in the learning community.

However, the school must have an inviting cu Jre so that the community at large can
be given a platform to provide services to the school. The following paragraphs will

deal with invitational leadership.
3.8 INVITATIONAL LEADERSHIP

Novak (2009) defines invitational leadership as an attempt to focus an educator’s
desires, understanding and actions in order to create a total school environment that
appreciates individuals in their uniqueness and calls forth their potential’. This t e of
leadership is built on the guiding ideal that education is fundamentally an imaginative
act of hope and that hope is communicated through persistent, resourceft and
courageous practice. The role of invitational leaders is to encourage the
improvement of systems and to extend the context in which imaginative acts of hope
thrive. For this to happen, these leaders work from a theory practice of se
corrective, interrelated foundations, assumptions, concepts, strategies and insights
about what matters in education and how that can be brought about inside and
outside of schools (Quinn, 2004; Sparks, 2009).

The researcher wants to argue that in Inclusive Education leaders must strive ens e
that individual educators maximise their pc¢ 3ntial through encouragement. here
should be systems within and outside the schools that can offer encouragement

when educators in an inclusive school setting, for example, feel that they are wasting

their time by offering learner support to a learner with learning disabilities.

Novak (2009) states that schools are complex message systems that should
continually inform  of  of their worth, ability and self-directing | 5. This form

leadership is part of larger ethical projects that aim at constructing messages that
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cordially, consistently and creatively summons all people to realize more of their
social, intellectual, emotional, moral and creative potential. This approach is called
an inviting approach and involves an interrelated set of foundations and assun tions
(Quinn, 2004; Sparks, 2009).

3.8.1 Foundations

Novak (2009) highlights the following as the foundations of invitation: education

which provides the needed support:

Ethos of democracy: This requires an ethical and political commitment to the idea

that all people matter and share the right to participate meaningfully.

Perceptional tradition: This is a psychological perception that takes a democratic

ethos by focusing on how things are seen ‘om the point of view of the person.

Theory of self-concept: This view is based on the perceptual tradition that all
people are internally maturated to maintain, protect and enhance their sense of

who they are and how they connect with the world.

Educational living goal: This ideal aims at people who are able to understand

their individual and collective experiences.

The researcher is of the opinion that foundations emphasize the fact at educ. on
for a democratic society consists of intentional and sustained practices that attend to
each individual's perspective, motivation and the need for enabling aesthi ¢
cognitive and ethical experiences. For example, for Inclusive Education to function
effectively, educators must be motivated to practice inclusive Education. V' ien this
is not the case educators can choose to turn a blind eye on the policy and n

1 o “odn fl T At of this ¢ ten 1t
theoretical base invitational educators develop working assumptions about ‘what

people are’ and ‘how they are to be treated’.




3.8.2 Assumptions

Novak (2009) explains assumptions as branches of foundations in the sense at
they reach out and carry more life. Assumptions are expressed in terms of respect,

‘trust, care, optimism and are manifested in an inviting stance:

Respecting people: people are valuable, able and responsible and : ould be

treated in a way that acknowledges and extends their worth, talents and ¢ ties.

Putting trust in people: Education is a co-operative, collaborative activity where

mutuality is enhanced.

Caring for people: It is essential to be optimistic about e people 1at you are
working with. People have untapped and unknown potential in all areas of hun n

endeavour.

Intentions: People have potential that can be realized best by places, pc cies,

processes and programs designed to invite development and are done by pec 2

who are personally and professionally inviting themselves and others (Novak,
~2009).

An invitation is defined as the summary of the content of messages communicated
verbally, non-verbally, formally and informally through people, pléces, policies,
| programmes and processes. Inviting messages tell people that they are valuable,
able and responsible. Invitational leaders have a perspective of addressing,
evaluating and modifying the total school environment. Heifetz and Linsky (2!

add that ‘...the power of a sacred heart helps mobilize others to do the same to face
challenges that demand courage and to endure the pains of change without

deceiving themselves or running away’.

The following paragraphs will deal with the kind of management that the researcher

perceives as suitable for managing inclusive schools.
3.9 EDUCATIONAL MANAGEMENT

£ dir toEF sh d ™ (2003) ¢ "1cational management is a field of study

and practice which is concerned with the op¢ ation of educational ¢ janizations. The
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field of management studies is characterized by considerable flexibility of discipline
boundaries because it draws on several disciplines such as sociology, political
science, economics and general management. Bush (2007) states that management
is an activity involving responsibility for getting things done through other people.
Management is also perceived as a set of activities directed towards efficient and

effective utilization of organizational goals (Sapre, 2002).

The researcher is of the opinion that in the case of new global policies and in
particular, the policy on Inclusive Education, the principals and governors of
educational institutions need to develop new strategies for the management of
responsibilities that are imposed on schools. The type of management required mt

be compatible with inclusivity. The management models that the researcher
perceives as appropriate for implementing Inclusive Education are the ‘collegial’ and

‘bureaucracy’ models. These models will be discussed in the next section.
9.1 Collegial model

The collegial model for educational management includes theories emphasizing that

all members of an organization should contribute to decision-making. These

approaches range from the leader sharing power with a limited number of senior

colleagues’ (restricted collegiality), to all members having equal voices in
determining policy. Bush (2003) defines this perspective as a model in which
organizations determine policy and make decisions through a process of discussion
leading to consensus. Power in the organization is shared among some or all
members of the organization who have a mutual understanding of the objectives of
the institutions (Wheatly, 2006; Diamond, 2001; Schmoker, 2006; Magno, 2009).

The collegial management model has a normative orientation and it is based on

J it. | f 1 ' f
members agree on them (Bush, 1995, 2003; Ackerman & Ostrowski-Maslin, 2002;
Magno, 2009).

The researcher is of the opinion that if the school management does not sell the
inclusive vision well enough in order for the educators to agree with it, chances are

that the vision will not be achieved.




The major features of the collegial model are:
Authority of expertise.
Common set of values.
The size of decision-making groups.
Consensus. |

3.9.1.1 Authority of expertise

The collegial model seems appropriate for schools which have a significant number
of staff with particular specializations in specific fields. The collegial model assumes
that those professionals have the right to share in the wider decision making
processes. The extension of the dominant pr¢ 2ssional ethics to the administration of
a large organization implies that their status grants them the right to be respected
and consulted (Bush, 1995, 2003; Magno, 2009).

The researcher supports the above statement and adds to this that for the experts to
participate effectively in inclusive schools consultation must be done with all the
respective experts. For example, if an inclusive school accepts a learner w

multiple disabilities, all the stakeholders must be made aware of it so that the lesson

preparations can be done to suit the learning needs of such a learner.

- 3.9.1.2 Common set of values

In the collegial model the members hold a common set of values. The common
values guide the managerial activities of the organization, in particular those that are
lead by the educational goals (Bush, 1995, 2003; Magno, 2009).

The researcher is of the opinion that the principal must be aware that the staff in the
school may share common sets of values but must also know how to introduce new
policies in the school. For example, some edi ators may belong to the same church,
trained in the same college, went to the same high school, thus they have strong

bonds and ignoring anyone of these might ca ;e resistance towards change.







Bureaucracy is a form of organizing which seeks for maximum iciency through

rational approaches to management. The main features of the bureaucratic model

are as follows:
Hierarchical authority structure
Goal orientation of the organization
Division of labour
Rules and regulations
Impersonal relationships

Merit

In the following paragraphs, the main features of the bureaucratic management

model will be discussed.

3.9.2.1 Hierarchical authority structure

This bureaucratic management model stresses the importance of hierarchical
authority structures that involve a chain of command between the different positions
in the hierarchy of the organization. This is a pyramid structure based on the legal
authority vested in the officers who hold positions in the chain of command. In
schools, for example, the educators are accountable to the principal of e school

(Bush, 2003; Magno, 2009).
3.9.2.2 Goal orientation of the organization

This bureaucratic model emphasizes goal orientation within the organization.
far_o_ N

members work towards a common goal designed by the legitimate leader 1y t

virtue of the authority such leader holds at that particular time (Bush, 2003; Magno,
2009). -




3.9.2.3 Division of labour

This management model suggests that division of labour must be done according to
specialization. Universities and secondary schools clearly portray the picture of the
bureaucracy model (Bush, 2003; Magno, 2009).

3.9.2.4 Rules and regulations

In the bureaucratic model decisions and behaviour are governed by rules and
regulations, rather than by personal initiatives. The regulations ensure a high degree
of uniformity of operation; structures make the coordination of various activities
possible, even if there is a change in personnel and this promotes stat ty (Bush,
2003; Magno, 2009).

3.9.2.5 Impersonal relationships

The bureaucracy management model emphasises impersonal relationships | 2en
“ and clients. For example, in schools educators are addressed as “miss” an
“sir” to promote impersonal relationships between the educators and the learners to

minimize the impact of individuality on decisic -making (Bush, 2003; Magno, 200¢
3.9.2.6 Merit

In this management model recruitment and career progress of staff are determined
on merit. Appointments are made based on qualifications and experience. Promotion
depends on expertise demonstrated in present and previous positions through iid
down procedures. However, internal pro otions in schools depend on e
recommendation of the principal of the school. Sometimes there is no form: process
in internal promotions (Bush, 2003; Magno, 2009).
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Schools have bureaucratic features, including a hierarchical structure with the

principal at the top of the pyramid. The educators specialize in their specific subjects.
Rules are set for the learners and the éducators work according to the timetable. The
principal is accountable to the governing body and external stakeholders regarding
the activities of the school (Bush, 2003; Magno, 2009).




The researcher is of the opinion that for the implementation of the Inclus

Education policy, schools need to also consider the merits of the bu ucracy
management model in order that the hierarchical structures of the school can be
maintained and that the smooth running of the organization can be enhanced

through respecting the hierarchy in the school.
3.10 CONCLUSION

This chapter discusses the role of strategic leadership and management in the
implementation of the Inclusive Education policy. There is a growing recognition in
many parts of the world, including South Africa, that schools require ¢ e
leadership and management if they are to pfovide the best possible education for ‘all’
their learners. Leadership and management models that the researcher foun

appropriate for the implementation of inclusive education as propounded in White
Paper 6, are discussed. These included: strategic leadership, ecological leadership,
transformational leadership, invitational leadership, political leadership, bureaucra

management, collegial management and political management (cf. 3.1).

Chapter Four focuses on the empirical research design, the methodology of the

study and related issues.






