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Abstract

The existing literature on middle management in UK higher education recognises that, due to
institutional neglect, workload intensification and role unpredictability, educational identities
have become fragmented and unstable. The leadership experience of middle managers has
been problematised further by recent organisational changes, resulting in the transfer to
Academic Education Pathway (AEP) contracts and the addition of scholarship to management
and teaching responsibilities. Although intended as an opportunity for career progression, it
has also caused identity stress and regulation for middle managers. With gender being the
particular focus of this enquiry, the study gives voice to the lesser-heard female middle
managers of Russian and Arabic origin within the under-researched field of the Institution-
Wide Language Programme of UK Universities. The study explores the complexities of
women’s leadership identity construction through the intersection of gender, culture and

ethnicity.

The thesis employs a combined multiple-case and narrative inquiry approach to explore the
leadership journeys and identity constructions of ten women. It is informed by the
theoretical framework, consisting of four interrelated concepts — educational leadership,
leadership experience, institutional/organisational change and dilemmatic identity. It is
foregrounded by feminist poststructuralist theory and draws on educational leadership
theory, gendered leadership experience, social role theory, discourse and identity, critical
race and organisational culture and change theories. To fully explore the nuances and
ambiguities of the women’s stories, a four-stage analysis was employed, comprising

thematic, positioning, and narrative components.

The study helps advance feminist poststructuralist theory and narrative methodology by
revealing the transformative power of narrative in women's identity shift from powerless to
agentive. It reveals the nature of the dilemmatic identity resisting or submitting to the
institutional and patriarchal gender discourses, intellectual power hegemony, cultural gender
stereotyping, academic exclusion, financial insecurity and contractual limitations at the time
of organisational change. The findings have implications for policymakers in higher education

management, human resources and mentorship.
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CHAPTER 1. INTRODUCTION

1.1. PURPOSE OF THE STUDY

This thesis amplifies the voices of female educational leaders from ethnic and cultural
minority backgrounds within the UK Institution-Wide Language Programme (IWLP). It seeks
to do so by exploring the boundaries to leadership identity development in relation to
intersecting discourses of gender ideology, ethnicity, migration, postcoloniality, work-life
balance, professional success, and leadership learning. Following the personal background
and the problem outline, the next section will discuss the problematic areas of educational
leadership in the context of UK IWLPs. This will be followed by further contextual information
with a focus on leadership in the field of less commonly taught languages (LCTL), specifically
Arabic and Russian. The chapter will conclude with an outline of the knowledge gap, research

aims, and the contribution to new knowledge.

1.2. MY BACKGROUND

My interest in conducting this study stems from personal experience. Through both
academic research and my leadership journey, | identified a significant knowledge gap
concerning the barriers to career progression and the construction of leadership identity

among middle managers from non-Western European backgrounds within the UK IWLPs.

Having worked in UK IWLPs for the past 27 years, | am currently leading a team of teachers
and contributing to departmental educational policy and curriculum development. My
research into teaching and leadership identity construction (Linaker, 2012, 2019, 2023a,
2023b, 2024) has made me aware of the need for further exploration of middle managers’
hybrid identity. At the same time, my research into curriculum decolonising within the
context of IWLPs (Richardson et al., 2024) has enabled me to identify a gap in the knowledge

of leadership experience through curriculum change.

My educational leadership identity has been shaped through pedagogy underpinned by the
scholarship on language teaching (Barkhuizen, 2017; Barkhuizen et al., 2014), multilingual
teaching identity, gender and second language learning (Pavlenko, 2001) and professional
gendered identity construction (Baxter, 2003; Holmes, 2006; Werbinska, 2015). My scholarly
interest in the close interrelation between the personal and the professional in gendered
identities (Menard-Warwick, 2009; Runte & Mills, 2004) has inspired my research on middle

management leadership in the context of IWLP.
12



1.3. Problem outline

This thesis investigates the under-researched area of the problematic leadership experience
of female middle managers of Russian and Arabic origin. The investigation hopes to
contribute to tackling a wider societal problem of the factors contributing to the decline in
foreign language learning in the UK (Kelly, 2018; Lanvers et al., 2021; Morgan, 2021; Tinsley,
2019), and in the context of IWLPs (Polisca, 2016; Rabadan-Gomez, 2023). The review of 134
UK universities highlighted that despite the universities’ policies of internationalisation and
globalisation, foreign language learning is not explicitly featured on their agenda (Lewis,
2021). Thus, the thesis aims to shed new light on the problem from the IWLPs leadership
experience perspective, with a specific focus on two languages, which are considered less
commonly taught (Drobnik-Rogers & Torres, 2024; Gor & Vatz, 2009), yet strategically

important.

The research into UK universities’ IWLPs has highlighted their two-fold commercial and
academic educational goals (Bickerton, 2001) and their role in the internationalisation
process (Dlaska, 2013). Recent research uncovered the IWLP’s challenges of staff training
(Leahy, 2006), programme limitations (Stefanutti, 2021), the need for innovation (Carson,
2010), and students’ learning support (Drew & Ottewill, 2002; Ferney, 2004). Other problems
pointed to students’ dropout rates (Reimann, 2004) and skills development (Cervi-Wilson &
Brick, 2016). However, the leadership of IWLP has not yet been under scholarship scrutiny.

Yet, this investigation is important to ensure the success of the programme and its future.

Similarly, there was a substantial body of research on post-heroic (Andrews, 2016) and
female leadership experience in UK higher education (Billing & Alvesson, 2000). Other
leadership studies explored the interplay between gender and power (Fletcher, 2004), work-
life balance (Morley, 2013; Woodward, 2007), and women'’s career obstruction (Doherty &
Manfredi, 2010). Further research revealed a lack of diverse representation (Netolicky, 2021),
hidden sexism and marginalisation (Savigny, 2014) and gender-differentiated employment
criteria (Vicary & Jones, 2017; Mavin & Yusupova, 2021). However, there has been no
investigation into the educational leadership development of female middle-level leaders
from non-Western European backgrounds who are unable to progress to senior leadership

positions.

The thesis presents case studies of Arabic and Russian team leaders through the intersection

of personal and professional aspects, aimed at gaining a deeper understanding of the
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problems faced by the leadership of IWLP. The two main reasons for this focus are my
affiliation with both teaching communities and the communities’ links through the
intersection of culture, gender and leadership. Existing research shows that gender
stereotyping, gender asymmetry, and patriarchal gender ideology are experienced by both
Arabic and Russian female professionals. This results in their conflicting role expectations and
career limitations (Alsubaie & Jones, 2017; Koburtay & Abuhussein, 2021; Kuzhabekova &
Almukhambetova, 2017).

The study considers all aspects of leadership identity as tightly interconnected and views
identity construction from a feminist poststructural perspective, shifting the focus from
gender only to culture and ethnicity, offering a feminist critical perspective on leadership in a
specific educational context (Blackmore, 1999, 2013). The thesis examines the tension
between stereotypical perceptions of leadership and the ethnic, gender and cultural identity

construction of individual leaders in the context of IWLP.

This study adds new knowledge to the relatively small body of research on gender and
intersectionality in educational leadership, reaching beyond culturally and racially neutral
models (Moorosi et al., 2018; Showunmi, 2019, 2020, 2022). By examining the previously
unexplored area of gendered educational leadership identity at the middle management
level in a unique cross-cultural context, this study gives voice to a community of educators
from a minority background. It is anticipated that the findings of this research will inform UK
university policies on inclusivity, contractual regulations and staff development. The next

section will contextualise the area of this research.

1.4. Context of the study

The study is set within the context of the Institution-Wide Language programmes (IWLP)
(Bickerton, 2001) offered by the Language Centres and Language Departments in UK
universities. These programmes are also referred to as University-Wide Language
Programmes (UWLP) or Languages for All (LfA) programmes. For the purposes of this study,
the generic term IWLP is used to represent the concept of foreign language provision across
UK Universities. These programmes represent a community of over 70 members, united
under the umbrella of the Association of University Language Communities (AULC), the
University Council of Modern Languages (UCML) and the Higher Education Academy (HEA).
These organisations are also linked with 300 language centres from 26 countries under the

auspices of the Confédération Européenne des Centres de Langues de I'Enseignement
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Supérieur (CercleS), which provide professional support to language programmes through

networking.

The IWLPs offer courses at different levels in a variety of languages to students on non-
language degree programmes or additional language provision to students on language
degree programmes. Thus, the IWLPs face several challenges due to the programme’s unique
positioning outside the traditional departmental framework as a service provider. This leads
to the institutional identities of IWLP being unstable and hybrid, academic and non-

academic, imagined and real at the same time (Billot, 2010).

The funding structure of IWLPs is problematic due to its dependency on both internal and
external factors, such as student recruitment for both accredited and non-accredited
courses. This makes the programmes financially vulnerable, affecting teachers’ job security,
with some of them employed on zero-hour casual contracts. Under these conditions, neither
the employers nor the employees have an obligation to each other, as the contracts can be
terminated at any point, and the working hours can vary from one term to the next. Since
these programmes are predominantly run by Language Centres, which rely heavily on
external income from commercial language courses, the financial viability of the programmes
becomes the main issue for the leadership (Howarth, 2014). Thus, the research into UK
Universities’ IWLP is timely and significant, particularly in the under-investigated area of

leadership.

The general declining trend in UK higher education language provision and students’
recruitment has been the biggest challenge for educational leadership. The drop in language
provision was marked in 2021 as 36% since 2011 (Baker, 2021). The number of students in
language and area studies has decreased by 3% in 2022/23, following a 5% decrease in
2021/22, with the largest decline in the East Midlands, East of England, and the West
Midlands (HESA, n.d.). Additionally, the educational leaders of the IWLPs have been
challenged by the negative effects of Brexit (Bowler, 2020; Kelly, 2018), the Covid-19
pandemic and the UK'’s exit from the EU and Erasmus programmes, affecting the universities’
policies of globalisation, internationalisation, inclusivity and diversity (Kortmann, 2019). The
low A-level language entries and changes in universities’ curriculum towards optional
language module selection have also affected students’ recruitment (Critchley et al., 2021).
The advances in technology, pedagogical innovations and the internationalisation of the

student body have placed further demands on educational leaders (AULC-UCML, 2022).
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The latest IWLP survey pointed to specific challenges reported by the programme leaders
across the UK: lack of adequate funding, budget constraints, difficulty in developing higher
language levels, lack of visibility within the institution and perceived lack of value in language
learning among students (AULC-UCLM, 2024). Despite the internationalisation agenda of UK
universities, languages are not always recognised as part of the institutional policy for
employability and mobility (Lewes, 2021). The shortsightedness of this policy is revealed by
the 2022 University of Cambridge report, which shows that the UK economy would gain an
additional £19 billion in exports if there were no linguistic barriers to trade (Ayres-Bennett &
Hafner, 2022). Another recurrent challenge is the lack of students’ commitment towards
their language course, affecting the employment conditions and morale of the hourly-paid

staff (AULC-UCML, 2024).

Thus, although the majority of IWLP leaders felt positive about the future of the programme,
a significant proportion reported uncertainty regarding the sector’s outlook, as presented in

Figure 1.1.

Figure 1.1. Prospects for IWLP (AULC-UCML, 2024)

What is the overall outlook for your IWLP (n=46)
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Despite the need for collaboration between the Language Centres and Language
Departments (Vogel, 2024) to improve language provision in line with the National Language
Strategy (The British Academy, 2020), the relationship between the two entities is still tense

and competitive, posing an existential threat to each other (Worton, 2009). The IWLP

16



provision has been under threat in recent years. The period between 2017 and 2019 has
seen the closure of seven IWLPs. Since the start of the pandemic in 2020, five IWLPs have
closed, with a further eight under threat of closure and redundancies (AULC-UCML survey,
2024). The proposed closure of the School of Modern Languages at Cardiff University, for
example, will create a “cold spot” in language provision in Wales and has been met with a
highly critical response from the academic community (Ayres-Bennett et al., 2025). The
educational leaders have called for closer links between the Language Centres, IWLPs and
Language Departments, and collaboration between the language specialist interest groups to

improve foreign language provision in the UK (Dlaska, 2012).

Research shows that IWLPs will remain viable if they continue to offer a variety of languages,
particularly those not taught by the specialist departments, described as less commonly
taught languages, including Russian and Arabic (Bernhardt, 2007; Gor & Vatz, 2009).
However, despite the strategic importance of these languages, particularly for students’
enrichment and employability, they are not always recognised as such by the university’s
management. Thus, the research into the leadership of IWLPs with a focus on specific
language provision is timely and significant for UK universities’ student service-oriented
policies. The next section will provide more details on Arabic and Russian provision in UK

universities and identify the problems and challenges facing the leadership of these courses.

1.5. AREA OF INTEREST: CASE STUDIES OF ARABIC AND RUSSIAN LEADERS

1.5.1. Less commonly taught languages: focus on Arabic and Russian

While AULC annual surveys, conducted since 2012, report on the data across all languages
taught on IWLPs, the scope of this inquiry is the provision of Arabic and Russian as Less
Commonly Taught (LCTL), also referred to as Less Widely Taught (LWTL) languages within the
programmes. These terms are interchangeable and are used for all languages which are
underrepresented and limited in provision. This includes a limited number of teachers and

students, availability of resources and funding (Gor & Vatz, 2009).

The educational leaders of Arabic and Russian teams are challenged by the shifting political
landscape in the countries where the languages are spoken, and by the social, political,
cultural and ideological relationships between those countries and the UK. The nature of
these relationships has been integrated in all aspects of educational leadership: from
recruiting students to training staff and designing the curriculum (Drobnik-Rogers & Torres,

2024). The demand for LCTLs such as Russian and Arabic is highly affected by the socio-
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political, cultural and economic changes in the countries where these languages are used.
Such motivational factors as interest in travel, business, heritage and culture have diminished
since Brexit, the pandemic and the wars in Ukraine and Palestine (Drobnik-Rogers & Torres,

2024).

Although Arabic and Russian remain in the top eight credit and non-credit bearing modules
on IWLPs, this offer has seen no growth for the past seven years. The provision of these
languages is also restricted to mostly elementary level progression, with only one-third of the
institutions offering these languages at an upper intermediate level. This limits the potential
for students’ international mobility, which requires a B2 level of language proficiency,
according to the Common European Framework (AULC-UCML, 2024). Despite the proven
employability value in learning these and other LCTL (Ayres-Bennett & Hafner, 2022), there is
a significant oversight by the institutions in promoting these languages, as they are perceived
as difficult for students to learn. At the same time, the under-recruited courses are costly for

the management to run, which leads to their limited offer (Tinsley, 2019).

These findings are in line with the current trends of UK universities following the path of new
managerialism, transforming universities into commercial enterprises controlled by
performance-based incentives (Lynch, 2015). Another main issue is the lack of policies
promoting heritage language learning (Gough, 2019, 2023; Parrish, 2024). Thus, the main
challenge for the leadership of Russian and Arabic teams across all IWLP is to improve
students’ recruitment and progression to higher levels despite the lack of financial and
marketing support from the university management due to the perceived lack of viability of

these courses.

A recent study by Drobnik-Rogers and Torres (2024) has revealed further issues encountered
by the leadership of LCTL teams, including Russian and Arabic, such as the unavailability of
authentic and relevant teaching materials, and the need to develop new pedagogy and
curriculum in line with the universities’ decolonising agenda. These factors have reflected the
lack of institutional understanding of specific requirements for teaching these languages,
including pedagogy, mode of assessment and volume of teaching hours. The management
drive for curriculum standardisation across all languages has also negatively affected

students' and staff experience.

Other challenges for Russian and Arabic educational leaders have been recruiting and

retaining qualified and experienced teaching staff. Two-thirds of all LCTL teachers are still
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offered fixed-term or hourly-paid contracts, which makes their employment precarious and
unstable (Drobnik-Rogers & Torres, 2024). There is an ongoing need for staff training and
academic collaborations (Jenkins, 2018) despite the limited staff mobility due to geopolitical

factors, and loss of the Erasmus exchange (Brandenburg et al., 2014).

While facing these challenges, there are examples of good practice which offer practical,
forward-looking solutions for the universities to increase the provision of LCTL and Russian
and Arabic in particular. The recent initiative of creating special interest groups for specific
languages should help retain high-quality staff and create a sense of community for teachers
and team leaders who often work in isolation (Drobnik-Rogers & Torres, 2024). However, the
outcomes of these initiatives are yet to be surveyed. More managerial support is needed to
put these initiatives into practice, including workload allocation for such collaborative
activities. The next two sections will focus on the issues related to each of the languages

taught and coordinated by the female leaders in this study.

1.5.2.  Provision of Arabic

According to the latest AULC survey of 46 out of 60 IWLPs, Arabic is taught in 35 institutions
(AULC, 2024), with nine UK universities offering Arabic as a degree (Complete University
Guide, n.d.). Most programmes offer Modern Standard Arabic (MSA), often supplemented
with some dialectal variation (Dickins & Watson, 2013). Demand for Arabic has fluctuated
over time (HESA, n.d.), with a slight increase following the September 11th attacks in 2001
(Dickins & Watson, 2013). Despite the complex political relationship between the UK and
several Arabic-speaking countries, interest in Arabic has remained relatively stable (Board &
Tinsley, 2017). This stability is partly attributed to increased recruitment of Arabic-speaking
students following the introduction of the Arabic A-level in 2019, as well as political and

economic migration (Tinsley, 2019).

Arabic educational leaders are confronted by different pedagogical challenges, from offering
Quranic and dialectal Arabic (Tinsley, 2019) to aptitude streaming for heritage speakers
(ElHawari, 2020). Further challenges include incorporating Arabic diglossia (Ferguson, 2003)
into the curriculum (Giolfo & Sinatora, 2018), developing an integrated approach to Standard
and dialectal Arabic (Snowden et al., 2016) and widening participation initiatives to attract

university applicants (Matras & Karatsareas, 2020).

These challenges have been exacerbated by the lack of support from senior management,

increased workload and limited budget allocation for scholarship and collaborative activities,
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thus requiring additional managerial efforts and emotional labour from the educational

leaders (Soliman & Khalil, 2024).

1.5.3.  Provision of Russian
Russian is taught in 30 out of 46 recently surveyed IWLPs (AULC, 2024). Russian teachers

often teach on both IWLPs and degree courses where Russian is offered as a full or part of a
degree (currently in 15 UK universities) (Complete University Guide, n.d.). Since IWLP and
degree programmes often share staff members, it is pertinent to this study to provide an

overview of the provision of Russian as a subject.

Russian studies have been part of the UK curriculum since the 19th century, with fluctuating
levels of demand. Interest notably increased during the Cold War (Hayter Report, 1961) but
declined in the mid-nineties following the collapse of the Soviet Union (Dunn, 2013). This
decline was attributed to the phasing out of Russian in schools, reduced funding, and the
closure of several academic programmes (HEFCE, 1995). In response, universities introduced
combined and interdisciplinary degree programmes, as well as Language Centre courses, to
sustain interest and provision (Hutchins, 2016; Nuffield, 2000). More recently, geopolitical
developments have renewed interest in understanding Russian collective identity (Clunan,
2014; Malinova, 2014), contributing to a modest stabilisation in the provision of Russian

studies (HESA, n.d.).

The effect of the current geopolitical crisis on Russian courses has not yet been identified
fully. However, in response to sanctions and government directives, UK universities have
severed institutional ties with Russian counterparts (Burakovsky, 2022) and discontinued
student exchange programmes, which has negatively impacted the quality and breadth of
Russian language courses (Moody, 2022). Educational leaders now face the dual challenge of
declining student motivation and emerging Russophobic attitudes towards Russian language
and cultural studies, despite the continued importance of maintaining academic

collaboration and international partnerships (Fazackerley, 2022a, 2022b).

At the same time, there has been an increased development in area studies research and
teaching, for example, in collective emotions and politics (Sharafutdinova, 2023), political
leadership (Baturo & Elkink, 2021), autocracy (Greene & Robertson, 2022) and Russian
contemporary society (Lankina, 2023; Smyth, 2023). These areas offer scope for educational

leaders to promote further teaching of Russian culture, politics and society.
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This rapidly shifting political landscape has also alienated Russian-speaking communities and
posed challenges to Russian teachers’ identity (Menter et al., 2017) and relationships
between Russian and UK teaching communities (Sidorova, 2017). The partial alienation of
Russian academics in the UK is particularly relevant to this study, as the participants are all

members of the Russian communities of practice.

These challenges are further impacted by the societal discourse of the Russian-speaking
diaspora, which has always been a fragmented and unstable entity (Nikolko & Carment,
2017). Russian educators, while being part of this diaspora, often perceive themselves as
outsiders (Isurin, 2011), holding diverse political views (Byford, 2012). There has been no
previous research on how the Russian educational leaders construct their identities in the
adverse political climate, experiencing tension between their professional and personal
affiliations. The dilemmatic nature of their identity (Bamberg, 2011), being part of the

community, yet challenging some of its values, requires further investigation.

1.6. RESEARCH AIM, VALIDATION AND SIGNIFICANCE

The previous section has identified the knowledge gap in the problematic area of Russian
and Arabic female leaders’ identity formation against the institutional, societal, political and
personal challenges. Thus, the thesis aims to gain an insight into the leadership experience of
a middle manager in the context of UK university IWLPs and to develop scholarship

on culturally specific gendered professional identity construction through small story
analysis (Bamberg, 2006). This study is relatable within the context of IWLPs and is validated
through the participants’ personal and professional educational discourse. The study is
important because it makes a contribution to knowledge on educational leadership identity
construction by offering a platform for minority voices to be heard and acknowledged, by
investigating the problem using novel methodology and by informing the policy and practice

to empower women in their career progression.

1.7. STRUCTURE OF THE THESIS

This chapter has introduced the overall thesis. Chapter 2 will present the conceptual
framework underpinned by the core theories and the existing literature. The literature
review will draw on the empirical and theoretical studies and identify the research gaps
related to the problem. Chapter 3 on methodology will present the research questions,

research paradigm, framework and methods. It will provide a rationale for the chosen data
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collection tools and analysis techniques to ensure the research’s rigour and trustworthiness.

It will also outline the researcher’s positionality and ethical considerations.

Chapter 4 will present the findings and answer the research questions. Chapter 5 will provide
further discussion and interpretation of the findings and reflect on the connections to the
relevant theories and previous research. The researcher’s positionality will be further
discussed and reflected upon. Chapter 6 will present the conclusion, which will summarise
the main findings, outline links to theories, research significance, limitations and contribution

to knowledge, policy and professional practice.
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CHAPTER 2. LITERATURE REVIEW

2.1. INTRODUCTION

This chapter provides a conceptual and theoretical framework and reviews the relevant
theoretical and empirical literature, which foregrounds the thesis. The main aim of this
review is to build a foundation for the thesis by linking theories to previous investigations.
The review also aims to demonstrate the knowledge gap and the way this study can advance
it. Finally, this chapter will conceptualise the rationale for the thesis and provide a reference

point for the findings’ interpretation (Merriam, 2014).

2.2. CONCEPTUAL FRAMEWORK UNDERPINNED BY THEORIES AND LITERATURE
This study is framed by four interrelated concepts — educational leadership, leadership
experience, institutional change and dilemmatic identity. The main Feminist Poststructuralist
theory underpins them, but the conceptual framework is also driven by Educational
Leadership theory, Gendered Leadership Experience, Social Role Theory, Discourse and
Identity Construction, Dilemmatic Identity, Critical Race Theory and Organisational Culture

and Change (see Figure 2.1).
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Figure 2.1. Conceptual framework underpinned by theories
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The reviewed literature framed by the interrelated concepts highlights the significance of the
current research on gendered leadership experience through organisational and curriculum
change. It also identifies the knowledge gap of cultural/gendered/ethnic intersectionality in

educational leadership and identity construction.

These concepts emerged from the survey of theoretical perspectives, empirical literature, my
personal experience and my previous research into gendered leadership identity
construction (Linaker, 2012, 2019, 2023a, 2023b, 20244, 2024b). By adopting this deductive
theory-testing approach (Trafford & Leshem, 2009), the proposed conceptual framework
combines the concepts of identity, leadership, institutional change and experience. It
connects theory, research strategy and design and gives significance to the data. At the same

time, | intend to make a unique contribution to knowledge by exploring the understudied
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areas in search of emergent theory (Cresswell & Poth, 2018), which would be at the cross-
section of the theories tested by the research. Therefore, | consider the conceptual
framework to be the guiding principle, which grounds this study and defines the relationship

between the existing theories (Rocco & Plakhotnik, 2009).

In order to demonstrate the linkage and cohesion between the conceptual and theoretical
framework and existing literature, | chose to use a Venn diagram, which allows for the
complexity and interplay of theories to be discussed and for the knowledge gap to be
identified (see Figure 2.2). This approach has an advantage over the hierarchical structure of
literature review, due to the in-depth review of the intersections where theories supporting

my research overlap.

Figure 2.2. A Venn diagram of the intersection between the theories
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The sections below discuss the theories which foreground the thesis and the intersections

between them.

2.3. FEMINIST POSTSTRUCTURALIST THEORY

Feminist poststructuralist theory is adopted as the overarching theory which foregrounds all
aspects of this study, including formulating research questions, modelling research design,
collecting and analysing data and interpreting the findings. It intersects with critical race
theory through race, class, and ethnicity (Baxter, 2002, 2003; Crenshaw, 1991; Delgado &
Stefancic, 2000).

Feminist poststructuralist scholars drawing on critical race theory recognise that women in
leadership often face intersecting forms of oppression rooted in racial, ethnic, and gender
biases (Crenshaw, 1991; Delgado & Stefancic, 2000). Consequently, their work seeks to
empower marginalised voices, challenge dominant power structures, and expose systemic
inequalities (Coleman & Briggs, 2002). Feminist poststructuralism has been selected as an
overriding theory supporting my research and grounding my positionality in conjunction with
other theories. Here, | provide the rationale for this selection by engaging with existing

theoretical and empirical literature.

Feminist poststructuralist theory offers a compelling framework for educational leadership
research, as it emphasises the researcher’s self-reflexive positioning and active, agentive
engagement within the research process. It is framed by the Critical/Transformative
paradigm and influenced by critical education research aimed at restoring social justice
(Habermas, 2022; Kivunja & Kuyini, 2017; Murphy, 2013). The methodology used within this
framework is associated with communities of practice, aiming to bring emancipatory policy
changes (Kivunja & Kuyini, 2017). At the same time, this framework is not dogmatic, but
subject to critical enquiry (Cohen et al., 2018), as it considers the dichotomies of oppressed
versus privileged, democratic versus autocratic through a fluid poststructuralist lens (Guba &

Lincoln, 2013).

Due to the multiplicity of feminist theories, feminist epistemology can be best defined as a
stance or a standpoint (Crasnow, 2008; Hekman, 1997; Mosedale, 2014). It views identity
through language use (Burr, 2015), negotiating tensions between leadership, gender and

culture (Ford, 2006). However, the epistemological positioning of feminist poststructuralism
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can be ethically challenging when boundaries between the researcher and the researched

are not clearly defined (Gillies & Alldred, 2012).

Poststructuralism, founded by Derrida, Lacan, Kristeva, Althusser and Foucault (Foucault,
2018; Kristeva, 2004; Murphy, 2013), is concerned with social power, exercised through
interrelations between gender, class and race (Weedon, 2006). Therefore, in order to
challenge the existing power imbalance, feminist poststructuralist scholars need to analyse
the language of societal and political discourses and understand how they are reproduced
(Weedon & Hallak, 2021). Thus, social reality is perceived as meaningful only through

language, while meaning is plural and always deferred (McQuillan, 2007; Tallis, 2016).

At the same time, poststructuralists believe that language can gain power only through
action, performed by an individual who is both subjective and affected by societal discourses
(Weedon, 2006). Therefore, language is embedded in social institutions, which exercise
power through discursive fields (Foucault, 2018). Thus, feminist poststructuralism relies on
the concepts of language, discursive fields and subjectivity to identify and challenge power
imbalance (Weedon, 2006). The interplay between these concepts can be exemplified by a
narrative study of an emerging agency of a Muslim woman confronted by the sexist and
religiously discriminatory discourse. The detailed linguistic analysis demonstrates how the
societal and political institutions produce and reproduce the discourse of ethnic, racial and
religious marginalisation, while the narrative gives voice to the individual combating this

discourse (Weedon & Hallak, 2021).

The feminist poststructuralist paradigm is interpreted differently depending on the type of
feminism, whether the focus is on ethnicity, race, social justice, or disability (Denzin &
Lincoln, 2013). This multiple positioning (Fuller, 2018) has allowed for a more nuanced
exploration of not only marginalised groups but also multiple identities within these groups
(Olesen, 2011). Two major strands of feminism have emerged in the past 20 years:
indigenous/decolonising and intersectional (Olesen, 2011). Both strands, in conjunction with
critical race theory, contribute to the intersectional educational leadership research by de-

centring the power hierarchies and driving the social justice agenda.

While recognising the theory’s principle of intersectionality in rebalancing power, critical
engagement with some other principles is important. The criticism of the performative
principle of the theory is twofold. On the one hand, while acknowledging gender’s

performative aspect (Butler, 2006), there is a danger to the feminist equality agenda caused
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by obscuring gender as an aspect of identity (Jurik & Siemsen, 2009). On the other hand,
reducing gender to biological sex only can obscure other identity categories (Bradley, 2007).
The principle of reflexivity has been criticised for the potential risk of power imbalance
between the researcher and the researched and the reproduction of hegemonic structures
(Pillow, 2003). The transformative principle is also critiqued for the lack of significant policy-
making changes resulting from action research (Cohen et al., 2018). Additionally, the feminist
poststructuralist definition of agency as irrational, incoherent, multiple and discursive is
problematised by the fact that it can be exploited by late capitalism through perceived

freedom of choice, thus forfeiting the feminist agenda (Davies, 1991; Davies et al., 2006).

However, some other critical claims against the theory have been refuted. The claim of the
pre-determined researcher’s positioning (Cohen et al., 2018), privileging one discourse over
another (Hammersley, 2013), is counter-balanced by the claim that unbiased, value-free
research perpetuates the existing status quo and fails to expose inequality (Baxter, 2003).
The critique of the enquiry’s deconstructive aim (Lincoln & Guba, 2013) is rejected based on
the researcher’s self-reflexive stance and conscious rebalancing of powers (Baxter, 2003).
Closely related to these problems is the aspect of voice. The inclusion of the polyphony of
voices as a methodological tool can ensure that the voice of the researcher does not

overpower the voice of the researched (Ellis & Brochner, 2006; Pierre, 2000, 2008).

The diversion from Eurocentric to Global World feminism has driven the decolonising agenda
of higher education in recent years. For example, postcolonial feminist research has been
used for transforming Anglo-Eurocentric publication culture (Messer-Davidow, 2002). While
the postcolonial feminism is associated with the third world feminism (Coleman, 2017;
Smith, 1987), there is a need for a better understanding and embracing the differences
between the geographical and economic positioning of the two worlds (Weedon, 2007). This
includes, for example, a critical examination of racism and colonialism by a white Western

woman, using language as an empowerment tool (Davies, 1991).

Foucault (2018) argues that transformative action can be achieved by agents critically
reflecting on themselves and discourses through a poststructuralist lens (Foucault, 2018;
Weedon, 1997). However, the concept of agency is paradoxical — on the one hand, it is
produced by dominant discourses and on the other hand, it critically analyses these
discourses and changes them through language use (Davies, 1991; Davies et al., 2006). To

reconcile this paradox is to acknowledge that the poststructuralist subject is messy and
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incomplete, situated within a local and specific context (Pierre, 2023). It is also ambivalent,
as it is both the effect of the existing power relations and the condition for change (Butler,
1996). Thus, the transformative challenge of feminist poststructuralists is not only to make
sense of ourselves but also to develop strategies for breaking free from the dominant

structures, for example, through collective biographical writing (Davies et al., 2006).

2.3.1. FEMINIST POSTSTRUCTURALISM APPLIED TO EDUCATIONAL LEADERSHIP

This section provides a review of the relevant theoretical and empirical literature on
educational leadership through the application of feminist poststructuralist theory to
emphasise the link between the two. It will also identify the gap in the knowledge of

cultural/gendered/ethnic intersectionality in the context of higher education leadership.

Feminist poststructuralist theory applied to educational leadership implies that leaders are
not fixed, pre-conceived identities, but perform their leadership roles through various
discourses (Niesche & Gowlett, 2019). They act against the discourse of masculine hegemony
and traditional gender ideology (Alvesson & Billing, 2014; Zhao & Jones, 2017), shifting the
focus from gender only to other aspects of identity (Blackmore, 2013). Educational
leadership theory views leadership through a post-heroic lens, attributing female leadership
traits to the ability to foster co-creation and collaboration inspired by shared ideas (Kempster

et al., 2021).

The feminist poststructuralist framework has been successfully applied to investigating
problematic areas of women’s educational leadership. These include the gender gap in senior
leadership and perceived leadership expectations against normative gender performances
(Ibarra, 1999; Jones & Clifton, 2018; Manfredi et al., 2019). The other commonly investigated
problems are lack of job security, occupational stress, gender bias, misrecognition of
competencies and unsustainable work/life balance (Morley, 2014, 2016; Woodward, 2007).
This thesis draws on the scholarship exploring the barriers to women’s success when caught

between two “greedy organisations” — their careers and personal lives (Morley, 2000b, p.3).

Thus, the feminist poststructuralist approach used to analyse the accounts of international
female leaders reveals multiple and contradictory positionings towards academic leadership,
constrained by normative leadership practices (Morley, 2014). Similarly, the study of female
educational leaders in Chinese higher education reveals a problematic perception of
leadership as secondary to traditional gender roles, leading women to reject leadership

positions (Zhao & Jones, 2017). However, the intersectional side of this problem within UK
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universities, with the focus on motherhood in academia, related to gender misrecognition,
cultural sexism, exploitation and career limitations (Morley, 2016) is still an under-researched

area.

The application of this theory has revealed the masculine leadership discourse (Harley, 2003)
obstructing women'’s careers (Doherty & Manfredi, 2010) and contributing to a
disproportional representation of male over female executives (McTavish & Miller, 2009;
Burkinshaw et al., 2018). The recent educational leadership scholarship has uncovered other
barriers to female leadership, including misogyny (Morley, 2011, 2013), marginalisation and

gender bias (Savigny, 2014).

Further research identifies gender-differentiated employment criteria (Vicary & Jones, 2017),
essentialist gender perception in competitiveness (Mavin & Yusupova, 2021) and gender
career disadvantage (Deem, 2003). Other studies have identified recurring phenomena that
disadvantage women in education (Holmes, 2006; Nixon, 2017), including the “think
manager, think male” paradigm first coined by Schein (1973, p.99), the double bind (where
women are expected to be both professional and feminine) (Mullany, 2022), and the double

burden (the dual demands of domestic and skilled labour) (Cotterill & Letherby, 2005).

The interplay between leadership and gendered identity has been well documented.
Research views post-heroic leadership as less masculine (Billing & Alvesson, 2000) and more
relational, collaborative and distributed (Fletcher, 2004). Women experience leadership by
influencing others (Andrews, 2016) to achieve a common goal (Northouse, 2016). They learn
to lead through lived experience and observation (Kempster, 2006; Kempster & Steward,
2010). They develop authentic leadership (Shamir & Eilam, 2005), performed through

collaborative networks (Fletcher, 2004) and emotional intelligence (Goleman, 2004).

At the same time, by stereotyping women’s ability to be more collaborative, empathetic and
relational, women leaders are denied other types of leadership, essentialised based on
gender difference (Jones, 2020). Similarly problematic is the tokenism in promoting women
to senior leadership positions, which can be as precarious as a glass cliff and doomed to fail
(Morgenroth et al., 2020; Peterson, 2016). This serves the deficit principle of gender theory,
which perceives women as deficient, requiring improvement through self-development,

mentoring programmes and networking (Jones, 2020).
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Feminist poststructuralist and educational leadership theories coincide in the view that
female educational leaders are emerging agents initiating change (Harris & Jones, 2019;
Kempster, 2006) by being inspirational, innovative and motivational (Kitchin & O’Connor,
2015). However, while recognising feminine leadership traits as powerful capital (Elliot &
Stead, 2008), research into understanding female leadership nature (Olsson & Walker, 2003)
has also revealed gender fatigue of constructing a gender-neutral workplace and facing
discrimination (Kelan, 2009). Another problem results from the incongruity between a
traditional female gender role and stereotypical leadership behaviour (Eagly & Karau, 2002).
This often leads to a backlash for displaying power (Brescoll, 2011), identity regulation
(Alvesson & Willmott, 2002), identity control (Alvesson et al., 2008), emotional labour (lszatt-

White, 2009) and emotional management (Hochschild, 2012).

To conclude, feminist poststructuralism views educational leadership beyond leading groups
of individuals, but leading ideas, connecting the personal and the social, exploring the
tension between stereotypical gender roles and post-heroic leadership (Elliott & Stead,
2008). While the outcomes of these studies shed light on female leadership experience
through a feminist poststructural lens, there is insufficient research into power relations and
gendered practice in UK higher educational leadership in culturally specific contexts,
particularly at the level of leadership identity. More empirical evidence is needed to find out
how women from ethnically and culturally diverse backgrounds experience leadership and

learn to lead, which this thesis explores.

2.3.2. Feminist poststructuralism and postfeminism applied to
intersectionality and postcoloniality

Given the intersectional and postcolonial focus of this study, it is important to understand
postfeminism as a theoretical perspective that complements, rather than contradicts,
poststructuralism. On the one hand, the prefix “post” can be understood as an
epistemological break away from the essentialist tradition of feminism (Brooks, 2001), thus
implying the successful outcome of the feminist movement and the end of inequality and
patriarchal oppression (Kelan, 2009; McRobbie, 2009). It is also viewed as an object of critical
analysis of postfeminist culture and a backlash against feminism (Gill, 2016; Gill & Scharff,

2013).

At the same time, a perception that all the battles have been won (Gill, 2014; Lewis et al.,

2017) can obscure the power imbalance and render certain inequalities invisible. This can
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occur through attributing discrimination to factors other than gender (Gill, 2014). Thus, the
paradoxical nature of postfeminism is that women are being agentive, while at the same time
disempowered by societal discourses (Jones & Clifton, 2018; McRobbie, 2009). This
phenomenon is often linked to neoliberalism (Gill, 2014). While fostering a discourse of
meritocracy and egalitarianism, it can also perpetuate neoliberal sexism (Genz & Brabon,
2018), emphasising women'’s personal development as a means for achieving success (Lewis

etal., 2017).

While women gain access to structures and hierarchies (Blackmore, 2013), feminist
educational researchers (Acker, 2012; Acker & Wagner, 2019) have revealed the practice that
favours masculine leadership behaviour. This is proven by the cross-cultural
underrepresentation of women in educational leadership (Lyle & Macleod, 2016). At the
same time, when given the opportunity, female educational leaders often act as change
agents against the hierarchical, masculine environment, developing a new leadership
paradigm (Trinidad & Normore, 2005). While being authoritative in their roles, they are also
caring and nurturing, striving to address educational inequities (Singleton & Linton, 2006).
Further research is needed into cultural feminism, which recognises that male and female

leadership traits are enacted differently across different cultural contexts (Adams, 2009).

While the concepts of postfeminism, neoliberal feminism and popular feminism are closely
interrelated (Banet-Weiser et al., 2020), they are all critiqued for ignoring the existing gender,
race and class inequalities (Liu, 2023). As a result, the recent revival of feminist activism, such
as the Me Too campaign, which contradicts the postfeminist and neoliberalist ideas

(Rottenberg, 2019), is indicative of the perpetual struggle for power balance.

At the same time, if viewed from a different epistemological perspective, such as the third
wave or the continuous development of feminism, postfeminism presents a natural
progression of the feminist movement (Gill & Scharff, 2014; Gill, 2014). Thus, it engages with
postcolonial, postmodern and poststructural theories, giving voice to indigenous, diasporic,
postcolonial, and culturally diverse feminisms, through the intersection of race, ethnicity and

class (Brooks, 2001). In this definition, postfeminism fits this study’s research agenda.

The drive for equality and diversity in education has highlighted the need for a deeper
engagement of educational leaders with internationalism to avoid the reproduction and
normalisation of white privilege (Gardner-McTaggart, 2021). The concepts of multilevel

distributed educational leadership (Alfadala et al., 2021) and Islamic leadership, which
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inspire trust, harmony, relationality, and spirituality (Netolicky, 2022), need further
investigation in the move to deconstruct homogeneous Western leadership theory in favour

of the more inclusive, diverse, and egalitarian way of leading.

Thus, the new strand of postcolonial feminism contests the Western ontological positioning
(Blackmore, 2013) and brings educational research into a culturally, racially and ethnically

specific focus (Moorosi et al., 2018; Showunmi, 2019). It also explores the tension between
the stereotypical perception of leadership and individual leadership experience (Alvesson &

Billing, 2014; Zhao & Jones, 2017), thus contributing to the feminist poststructuralist theory.

To conclude, feminist poststructuralism and its postcolonial strand, framed by the
intersectional and transformative agenda to empower minorities, make a strong contribution
to the theoretical paradigm of my thesis. This section has identified the gap in research on
identity formation in a culturally specific context (Showunmi, 2019, 2020, 2022) of ethnically

and culturally underrepresented groups of educational leaders.

2.4. SOCIAL ROLE THEORY APPLIED TO LEADERSHIP CONTEXTUALISED BY
ARABIC AND RUSSIAN CULTURES

Social role theory believes that gender stereotypes develop from the gender division of
labour acceptable in a particular society. While men are more associated with instrumental
task-oriented social goals, women stereotypically perform more traditional homemaking,
nurturing and emotional roles (Eagly, 1982; Eagly et al., 2000; Eagly & Wood, 2012; Eastwick
et al., 2006; Koenig et al., 2014).

This section will explore how social role theory interacts with the leadership culture of
Russian and Arabic societies and why this is important for this study. The societal discourse of
predominantly masculine hegemony in the workplace and traditional caregiving and home-
making gender roles assigned to women, permeating Russian and Arabic cultures, is reflected
in the studies of leadership. This thesis draws on research into the cultural experience of
female leaders of Arabic and Russian origin in the UK and leadership in Arabic and Russian-

speaking countries.

The challenges that female leaders of Muslim background face in the UK range from
underrepresentation to gendered-Islamophobic micro-aggressions and tokenistic

representation leading to career obstruction (Ramadan, 2022). At the same time, they
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uncover the ways women face these and other challenges through agency negotiation,

engaging in personal networks and using individual strategies (Tariq & Syed, 2017).

The need to lift the barriers for women in leadership has led to research into women
encumbered by traditional gender ideology through societal perception, gender segregation,
religion, and male guardianship (Alsubaie & Jones, 2017). Recent studies reveal the tension
between discriminatory gender practices and gender parity in egalitarian Islamic laws
(Koburtay & Abuhussein, 2021). The research in a Saudi Arabian university context has
documented a heavy workload due to multiple administrative and managerial roles women
leaders undertake (Alsuheam, 2018). At the same time, there is evidence of female leaders’
agentive actions despite restrictions placed by societal conservatism in Qatar (Bahry & Marr,
2005). Further research found women confronting traditional cultural, religious and gender
discourses by developing an intrapersonal identity through teacher education in the UAE

(Clark, 2008).

Poststructuralist scholarship on challenges faced by Arabic female academics has revealed
that Western leadership ideology comes into conflict with Islamic culture and societal
expectations, shifting the focus from the male/female binary. The research set in a UAE
University uncovered the phenomenon of “sisterarchy” when women discriminate against
other women, preventing them from leadership advancement due to gender biases and
societal expectations (Davis et al., 2016, p.55). Other studies in higher education uncovered
inequality and oppression in the Arabic patriarchal societies, reinforced by the glass ceiling
effect (Cotter et al., 2001). Further research revealed female leadership exclusion on the
grounds of the so-called comfort principle - the society being more comfortable with male
leaders (Turner, 2014, 2015). The cited research indicates that there is a small body of
scholarship with a feminist poststructuralist angle, confirming that cross-cultural racial and
gender biases prevent women from career progression in education in Arabic-speaking
countries. However, there have been no similar studies in the UK; thus, further research is
needed to hear the diverse voices of Arabic educational leaders both in the UK and

internationally.

Female educational leaders in Russian-speaking countries encounter similar issues related to
societal role expectations, resulting in leadership self-doubt (Beattie, 2020; Reznik et al.,
2017; Rimashevskaia, 2011; Temkina, 2010; White, 2005). Confronted by essentialist power

structures, they struggle to perform leadership roles and develop new forms of agency
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(Holmgren, 2013; Lezhnina, 2014; Zherebkina, 2003). Additionally, they are having to deal
with the legacy of the Soviet gender paradox — labour equality without domestic equality
(Ashwin, 2000; Ashwin& Isupova, 2018). To my knowledge, there have been no previous

studies of Russian leaders within the UK higher educational context.

To conclude, the literature reviewed in this section identified a gap in the knowledge of
Arabic and Russian educational leaders’ identity construction within the context of UK HE,

viewed through the prism of social role theory.

2.5. CRITICAL RACE THEORY APPLIED TO THE INTERSECTION BETWEEN
EDUCATIONAL LEADERSHIP EXPERIENCE AND CURRICULUM REVIEW

This thesis took inspiration from the political campaign against colonial legacy in education
(Liyanage, 2020) and in favour of inclusive education (Coleman, 2017; Higginbotham, 1990)
with a non-Eurocentric focus (Alvares & Faruqi, 2014). The current student-led anti-racist
postcolonial movement in HE (Hussain, 2023) has been supported by critical race theory,
which considers race to be a social construct interacting with other identity aspects (Delgado
et al., 2017). The theory aims at elevating the voices of racial minorities, making education
inclusive through diversifying pedagogies and improving accessibility. Thus, curriculum
decolonising, which includes both content and pedagogy, has been the mission of UK
universities' leadership in the past few years (English & Heilbronn, 2024). This mission also
includes reviewing language teaching curriculum through a decolonising lens. Therefore,
critical race theory in education (Amiot et al., 2020; McCoy & Rodricks, 2015; Parker &
Villalpando, 2007) underpins this thesis.

Curriculum decolonisation is inextricably linked with the historical, socio-political and cultural
factors affecting leadership identity of Arabic and Russian educational leaders. The
overarching aim of curriculum review is to decentre normative hierarchies of power by
deconstructing the historical colonial norms (Criser & Knott, 2019; Fomunyam, 2019) and
changing the dominant Eurocentric ontological positioning (Arday et al, 2021). This involves
critical interrogation of the historical patriarchy, imperialism, colonialism, white supremacy
and capitalism (Arday, 2018) to end the dominance of Western values and beliefs (Dale-Rivas,
2019; Liyanage, 2020). Ultimately, this review aims to facilitate an epistemic positioning
change to improve the representation of minority ethnic staff and students and inspire
transformative action (Charles, 2019). For the leadership of IWLPs, decolonising or

decentring the curriculum means also maintaining and expanding the range of languages

35



taught and providing equal value to commonly and less commonly taught languages

(Critchley & Wyburd, 2021).

However, despite decolonising becoming a main educational trend in the past few years
(Ferguson et al., 2019; Moncreffe, 2022; Moncrieffe et al., 2024; Richardson et al., 2024),
there is a significant knowledge gap in how managers lead on Arabic and Russian curriculum
reviews. This study will fill the gap in research on how the decolonising curriculum

requirements in higher education impact leadership experience.

2.5.1. Decolonising the Arabic curriculum

Decolonising the Arabic curriculum includes two aspects — pedagogy and content, i.e. the
way we teach and what we teach. Decolonising teaching pedagogy, which stems from the
pedagogy of the oppressed (Freire, 2014) and critical race theory in education (Ladson-
Billings, 2009), is particularly relevant to the Arabic leaders. While promoting a decolonising
agenda, they acknowledge the tension between the need to separate languages from their
colonial past and to strive for globalisation (Kramsch, 2019). They aim to overturn the
historical hierarchy of language and power (Bock & Stroud, 2021) and unsettle the dynamics

of the educational context.

The educational leaders are guided by a postcolonial scholars’ review of historical, literary,
and cultural texts within the framework of nationalist, feminist, and anti-racist movements,
using Foucault’s philosophy to critique the history of European representation of the Arab
world (Foucault, 2018; Kerr, 1980; Said, 1978). The review of US-produced Arabic textbooks,
for example, reveals neo-colonial practices, which serve the political interests of the
hegemonic class (Columbu, 2022). Thus, this agenda has supported the politicised nature of
Arabic language teaching (Said, 1978) developed during the Cold War period (Heller &
McElhinny, 2017).

The hegemonic Eurocentric and American view of the Middle East has dominated the Arabic
teaching resources used by the UWLPs until recently. The colonial attitudes reflected in these
resources position the Arabic-speaking countries in a subordinate social and political role
compared to the Western world (Keskin, 2018). Thus, despite some innovative developments
in Arabic pedagogy and the use of an integrated approach to include Arabic dialects,
educational leaders face the challenge of decolonising the curriculum content (Giolfo &
Sinatora, 2018). Specifically, this challenge involves reflecting the diversity of the UK student

population and meeting their requirements for learning the language and culture (Sholihin et
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al., 2025), confronting reverse privileging of formal discourse over informal in teaching

resources (Byrnes, 2002; Ryding, 2013), and deconstructing methodology (Haleem, 2020).

2.5.2. Decolonising the Russian curriculum

While colonial legacies are embedded in the Arabic curriculum, the notion of decolonising
the Russian curriculum remains contested due to divergent scholarly perspectives on Russia’s
colonial history. Some believe that Russia has not yet reached the postcolonial moment
(Adams, 2008), while others refer to Russian internal colonisation as a historical socio-

political practice (Etkind et al., 2012).

As an alternative to Western postcolonialism based on state-sanctioned racism (Du Bois,
2020), the Russian curriculum is viewed within a post-socialist framework (Chari & Verdery,
2009), based on Marxism (Burawoy, 2001). This framework offers a critical perspective on the
legacies of state socialism. Decolonising the Russian curriculum is also problematised by the
perceived exceptionalism of inter-ethnic relations without racial prejudices and
discrimination (Bulatova & Glukhov, 2018). However, despite the general denial of the
existence of racism within Russia, there is an emergence of research into prejudice and

discrimination against people of non-Slavic appearance (Yusupova, 2021).

Thus, decolonising is viewed from opposing ontological positionings. They range from
accepting Russia’s colonial past as liberation, to the russification and enculturation of ethnic
minorities. This leads to the formation of a super ethnicity of Russians united by history and
common language (Rodionov, 2023). In this way, Soviet Russia is viewed as the anti-
imperialist alliance of the oppressed (Putz, 2022). Other scholars recognise the Soviet period
of forced russification of education across all ethnic groups as the period of recolonisation
(Buketov, 2022). Further studies consider the problematic issue of post-Soviet integration of
ethnic minorities’ languages and cultures into the educational system, and the centralised
role of Russian in higher education as a postcolonial legacy (Nasibullov & Kopylova, 2022;

Romaniello, 2019).

The current conflict in Ukraine adds further complexity to the anti-colonial discourse within
Russia (Saveliev, 2022), including decolonising research methods (Morris, 2023) and creating
new alternatives to Western educational models (Olga et al., 2021). The challenges that
Russian educators face include limited cultural, linguistic, gender and ethnic minority

representation in the teaching resources, reflecting the policies of language purification,
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cultural unification (Chevalier Ab Imperio, 2005), homo/trans-phobic policies in Russia

(Healey, 2022; Suchland, 2018) and enforced heteronormativity (Scheller-Boltz, 2018).

Thus, the deficit of identity representation, particularly at the intersection of gender,
ethnicity, race and social status, negatively affects students’ motivation (Ehrlich, 2001;
Polanyi, 1995). This presents an additional challenge for educational leaders, who aim to
boost their students’ motivation by fostering intercultural awareness (Shardakova &

Pavlenko, 2004).

This thesis investigates how the identities of Russian educational leaders are shaped by
decolonising discourse and curriculum reform, as they attempt to separate politics from
language and culture while maintaining professional ties with colleagues based in Russia
(Menter et al., 2017). To conclude, there have been no previous studies interrogating the
ways educational leaders engage in the decolonising agenda and how they promote
research, training and reflective practice of curriculum review among their teams. Thus,

there is a need to bridge this knowledge gap, which this study attempts to do.

2.6. FEMINIST POSTSTRUCTURALIST THEORY APPLIED TO THE INTERPLAY
BETWEEN IDENTITY, DISCOURSE AND INTERSECTIONALITY

2.6.1. Identity

This thesis explores gendered educational identities within a poststructural framework,
which posits that such identities are open to multiple interpretations (Murphy, 2013) and
are discursively constructed within specific contexts (Antaki & Widdicombe, 2008;
Blommaert, 2005; Gumperz, 1982). Feminist poststructuralist theory regards identity as fluid
(Bucholtz & Hall, 2022) and shaped by culture and language (Nunan & Choi, 2010). Within
this context, identity is viewed as dilemmatic (Bamberg, 2011), acting across three main
socio-cultural tensions: being stable yet changing, being unique yet the same as others and

being agentive yet constrained by the societal discourse.

The study draws on research into the dilemmatic teacher’s identity: being stable and
changing at the same time (Werbiniska, 2015), being within and outside the community of
practice (Archakis & Tzanne, 2005; Eckert & McConnell-Ginet, 1992), being agentive, yet
constrained by the dominant gender ideology (Baxter, 2003). Other identity studies reveal
the dilemmatic nature of educational identities as true versus mistaken, necessary versus

unnecessary, desirable versus undesirable (Clarke, 2008), and emotional versus agentive
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(Kayi-Aydar, 2019; De Costa & Norton, 2017). The thesis also draws on research in foreign
language teachers’ identity construction through the lens of intersectionality, emphasising
its plurality (Barkhuizen, 2017; Gallardo, 2019; Kayi-Aydar, 2019). This is explored through
the analysis of autobiographical narratives (Pavlenko & Blackledge, 2004) and small stories

(Linaker, 2012, 2019, 2023).

Viewed through the poststructuralist framework (Morgan, 2004), the educational identity
studies uncover the way gender intersects with other aspects in the contexts of competing
discourses and ideologies (Tao & Gao, 2017). Thus, educational leadership is revealed
through intersection with ethnicity in the UK (Arday, 2018; Johnson, 2017) and gender in the
USA contexts (Livingston et al., 2012). However, there is insufficient research on the

intersection between gender, ethnicity and leadership in the UK educational environment.

Despite the volume of recent research on dilemmatic identity, there is a gap in the
knowledge of how identity submits or resists the societal discourses in particular educational
contexts. Thus, the study fills this gap by uncovering nuanced identity work through the

intersection of leadership, gender, culture, and ethnicity.

2.6.2. Discourse

Feminist poststructuralist framework views discourse as a means of identity construction and
meaning making (Archakis & Tsakona, 2012; de Fina et al., 2006) achieved through linguistic
resources (Cameron, 2001; Fairclough, 2003; Foucault, 2018) and performative acts (Butler,
2006). However, there is a distinction between discourse as interactive practice (little d) and
societal Discourse (big D) as a discourse of ideologies, which affect and are affected by

humans (Alvesson & Karreman, 2000; Gee, 2014) and which are pertinent to this study.

The discourse of gender permeates all stages of this enquiry. It draws on research in
gendered leadership identity interaction with discourses of culture and ethnicity (Ford,
2006), the concept of doing gender (West & Zimmerman, 1987), female versus male
interactions (Gumperz, 1982; Tannen, 1994) and gatekeeping (Holmes, 2007). The studies
relevant to this enquiry have revealed how gender is constructed through social and
workplace interactions (Baxter, 2003; Cameron, 2001; Coates, 2004; Ely, 1995; Holmes &
Schnurr, 2006; Holmes, 2007), conforming to or transgressing societal expectations

(Litosseliti, 2014).
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This thesis is informed by the scholarship on leadership, gender and cultural discourses in
education (Collard & Reynolds, 2004). It also draws on sexist discourse (Glick & Fiske, 1996;
Jones & Clifton, 2018) and the discourse of autonomy (Gill, 2014), which makes sexism
invisible (Gramsci et al., 1971) and perpetuates the egalitarian myth (Gill, 2014). It is also
concerned with the interaction between personal and professional discourses related to
domestic versus paid employment (Runte & Mills, 2004) and with the discourse of difference

(Kendall & Tannen, 2015).

2.6.3. Intersectionality
Intersectionality of leadership identity is the focal point of this enquiry (Crenshaw, 1991). It

distinguishes between critical (multiple aspects of the oppressed identity), celebratory (racial
and gendered characteristics interacting positively), and conflicted intersectionality
(Hargreaves & Shirley, 2021). It is the latter, conflicted intersectionality, which opens space

for further investigation.

The most recent empirical studies into intersectionality of leadership, gender, class, religion,
race, language and ethnicity have identified hybridity as an innovative and constructive
identity aspect coming to the fore in culturally diverse and gendered institutional contexts
(Holmes & Marra, 2011; Vine, 2017; Wodak, 2015). The research conducted in the Middle
Eastern contexts, for example, has revealed that despite religious and cultural stereotypes,
female leaders can perform leadership identities with assertiveness and confidence within
specific communities of practice (Baxter & Al A'ali, 2014; Metcalfe, 2007; Sadigi, 2003). For
example, the study of migrant professionals interacting with communities of practice makes
visible how the difference in educational, ethnic and national backgrounds of the women
positions them as either powerful or powerless, through the narrative storytelling (Clifton &

Meeroop, 2017).

Research into the intersection between leadership, race and gender in African American
education (Jean-Marie & Lloyd-Jones, 2011) has uncovered some problematic areas in
cultural identity misrepresentation related to historical racism and sexism. Other studies
reveal the perpetuation of white privilege and male dominance (Young & Skrla, 2003). In the
past few years, the studies foregrounded in critical race and feminist theories have come to
prominence. For example, cross-cultural analysis of women leaders in higher education
(Bagilhole & White, 2008) and institutional practices of gendered racism (Henry, 2015).

However, in addition to existing scholarship (Arday, 2018; Watson & Normore, 2016), further
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research is needed to critically examine the experiences of racially and ethnically diverse

female leaders in higher education.

Other recent intersectional empirical studies, pertinent to this inquiry, are set in international
academic contexts. They report problematic leadership experiences of women confronting
masculine leadership discourse and a lack of work/life balance (Isik-Guler & Erdogan-Ozturk,
2022) or negotiating a reversed gender bias towards their ethnic identities in Belgium (Jacobs
et al., 2022). The intersectional research into the interaction between gender, leadership and
family in the contexts of the Middle East, India, the USA and Nigeria has identified similarities
in gender role stereotyping and the male-dominated hegemonic notion of leadership
(Schnurr, 2022). At the same time, the study of Muslim women in educational leadership in
some Middle Eastern countries has uncovered the pragmatic and resilient ways they advance

their careers while fulfilling traditional gender role expectations (Cubillo & Brown, 2003).

Further studies are needed into how female educational leaders negotiate intersectional
aspects of identity to advance social justice, particularly in the under-researched culturally

specific educational settings, such as IWLPs in UK universities.

2.7. MIDDLE MANAGERS’ IDENTITY CONSTRUCTION AT A TIME OF
ORGANISATIONAL CHANGE

This research into professional leadership identity is contextualised by the organisational
culture of the IWLP and adopts the feminist poststructuralist framework to explore the way
the research participants — female middle managers - interact with this culture. Specifically,
the thesis investigates the ways the participants resist or submit to the organisational
discourse of change, due to the introduction of new employment contracts, combining
leadership, teaching and research. This section will review the literature, supporting the
theories which frame this research: organisational culture, organisational change and middle

management.

2.7.1. Professional identity in interaction with organisational culture

The main concepts contributing to the current UK university’s culture are often deemed to be
neoliberalism, new managerialism and governmentality. Neoliberalism is viewed as a socio-
political ideology of a free-market economy adopted by universities to ensure financial
stability (Lynch, 2014; Lynch & Ivancheva, 2015). New managerialism is the organisational
mechanism transforming universities into commercial enterprises through performance-

based incentives (Lynch, 2015). Governmentality is the control mechanism for university
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performance measurement based on the market and competition and is related to Foucault’s

idea of the act of government (Foucault, 2018; Morrissey, 2013).

This study builds upon the previous research into the ways professional identity interacts
with organisational culture. Although there is a lack of an explicit approach to the definition
of professional identity in higher education (Trede et al., 2011), this study considers
professional educational identity through the feminist poststructuralist lens as negotiated
through social and political discourse (Varghese et al., 2005). The concept of organisational
culture remains contested and is described by some as a system of shared values and beliefs
(Owens & Valesky, 2011). These values are collectively formed and developed in response to

external or internal challenges to the organisation (Schein, 2010).

Organisational culture is also perceived as a dynamic process, rather than a static being
(Bagilhole, 2002). The most significant scholarship views organisational culture from the male
dominant perspective, as hierarchical and designed to serve male interests (Acker, 1998;
Benshop & Brounds, 2003; Blackmore, 2013; Deem, 2003; Kitchin & O'Connor, 2015). Within
this framework, universities are viewed as chilly organisations for women who experience
leadership barriers (Britton, 2016; Currie & Thiele, 2001; Hall & Sanders, 1982; Hearn, 2001)
and are not admitted into a boys’ club (White, 2003).

The cross-national study of the gendered aspect of university culture at the senior
management level concludes that although managerialism favours gender parity in
leadership, academia as a social institution remains patriarchal. Women are being perceived
as problematic in having to balance domestic and leadership responsibilities (O’Connor,
2011). Another study of gendered leadership in academia across three continents — Australia,
Canada and the UK —reveals that women need to play strategic games in the new managerial

culture to survive (Acker, 2010).

However, this study departs from the dominance model and aligns with the feminist
poststructuralist framework, which views university organisational culture not just indexed
by gender but also by other societal, cultural and political discourses. Therefore, it is
important to consider the way organisational culture interacts with individuals within a
societal context (Staber, 2013), as in the study of women academics doing gender through
the intersection of gender, age and race, while aligning with the managerial discourse (Acker,

2012). Another feminist poststructuralist study demonstrates the fluidity of gendered
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leadership performance of resisting or submitting to the discourse of marketisation and
managerialism (Thomas & Davies, 2002).

Recent research into professional academic identity in UK higher education views it through
the interplay between culture and socialisation (Floyd & Morrison, 2014), participating in
multiple communities of practice. The research reveals the tension between faculty culture
and individual departmental cultures (Alvesson, 2002; Knight & Trowler, 2000; McAleer &
McHugh, 1994).

The organisational discourse within post-1992 UK universities has been accompanied by a
shift in managerial culture. There has been a tendency towards commercialisation, staff
contractual restrictions and greater accountability for both teaching and research (Deem,
2004). The fostering of close links between professional development, teaching and research
has been the main target for universities. However, this interaction has been a subject of
policy-making controversy. This is due to teaching and research being considered as separate
activities competing for state funding (Hughes & Tight, 1995), with research being

traditionally favoured over teaching (Taylor, 2003).

The tension between teaching and research has been further exacerbated since the
introduction of the Teaching Quality Assessment (TQA) in 1992. This scheme applied generic,
guantitative performance indicators without accounting for the distinct contexts of individual
institutions or addressing the broader dimensions of the student experience (Barnett, 1992;
Middlehurst, 1992; Yorke, 2000). As well as creating a compliance culture - complying with
external demands at all costs (Barnett, 1992; Yorke, 2000) - the Teaching Quality Assessment
has put further pressure on the institutions to address the equality of teaching and research

(Drennan, 1998).

However, despite the increased profile of teaching in recent years, research output remains
the primary criterion for career progression in academia (Drennan, 2001). Consequently,
several strategies have been proposed to strengthen the teaching—research nexus, including
the integration of student-centred research activities and the use of teaching practice as a
subject of scholarly inquiry (Hughes & Tight, 1995). Furthermore, it has been acknowledged
that excellence in teaching should be better rewarded on a par with research (Drennan,

2001).

Driven by the need to achieve greater synergy between teaching, research, and

management, universities have widely implemented policies aimed at enhancing teaching
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practices, assessment methods, curriculum design, student experience, and professional
support (Badley, 2002; Gosling & D’Andrea, 2001; Smith & Bath, 2004). At the same time, a
greater emphasis has been placed on educational research (Blackmore & Blackwell, 2006;

Brew, 2002).

However, the effort to transform teachers into academics has proven problematic
(Macfarlane & Hughes, 2009). On one hand, educational developers are often not affiliated
with Schools of Education but instead operate within stand-alone support units aligned with
managerial structures (Blackmore & Wilson, 2005; Brew, 2002). On the other hand, due to
contractual differences, research has not traditionally been part of the teacher’s identity

(Hoyle, 2001).

To address this tension, UK universities implemented a strategic plan in 2004 aimed at
integrating research into professional practice by situating it within Graduate Schools or
Educational Academies (Macfarlane & Hughes, 2009). The main objective was to facilitate
the identity shift from ‘teacher’ to ‘teacher-researcher’ by raising the status of research
through initiatives such as accreditation via the Higher Education Academy Fellowship. The
aim was to strengthen scholarly connections between researchers and teaching fellows by

increasing funding for pedagogic research (Macfarlane & Hughes, 2009).

However, the divide between teaching, leadership and research continues to exist,
challenging the academic identity of lecturers torn between different organisational
structures of research and teaching (Reid & Petocz, 2003). At the same time, this move has
facilitated the forging of new academic identities by developing teaching through research
and research through enquiry-based teaching (Hillier & Jameson, 2003; Jenkins & Healey,

2005; Lucas, 2006).

The studies of professional identity construction against organisational discourse foreground
this thesis. The research into authentic teachers’ identity (Calvert et al., 2011; Kreber, 2011),
based on moral integrity, care and support for students, ethical research and high-quality
teaching (Fitzmaurice, 2013), is particularly relevant to teaching identity formation. Other
studies of developing group identity (Beck & Young, 2005), supported by professional
practice (Jawitz, 2009; Trede et al., 2012), have contributed to professional identity in

education research.
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The existing scholarship also highlights conflicting demands placed on academics, who
struggle to make choices between their professional duties or “oughtness” (Calvert et al.,
2011, p.31), such as service to students, collegiality, teaching and scholarship, and the
increasing managerial pressure of performativity leading to an identity crisis. The tension
between the new managerialism (consumer-oriented, performativity-based structure) and
traditional academia has been reflected in the dilemmatic professional identity claims. These
claims position newly forged hybrid identities as being collective versus individual, academic
versus administrative, inclusive versus exclusive, and stable versus changeable (Bamberg,

2008; Bolden et al., 2011).

The impact of the new managerial culture has revealed identity management, erosion and
loss of career capital among university leadership (Floyd & Dimmock, 2011). However, recent
scholarship identifies some positive trends in the changing culture of Education
Departments, indicating the gradual development of academic capital with equal value of

teaching and research (Deem & Lucas, 2007).

The reviewed literature has identified a gap in research into gendered professional identity in

interaction with the new managerial culture in the UK academic setting.

2.7.2. Professional identity construction and organisational change

Research into organisational culture shows that for its values to be sustained, they need to
be confirmed by both leadership and staff. True changes are only possible if they are
managed well through a full understanding of the implications and anxieties that they may
cause to individuals (Schein, 2010). Thus, a holistic approach to understanding the needs of

individuals within the organisation is needed.

There are claims refuting the relationship between the changing internal (organisational),
external (policy), and personal circumstances and professional effectiveness (Calvert et al.,
2011). However, there is a scholarship which reveals tensions between professional values

and institutional identity caused by organisational change (Winter, 2009; Sutton, 2015).

The challenges that individuals face when confronted by institutional changes can be better
understood if their professional identity is viewed through a poststructuralist lens. Within
this framework, personal and professional are closely intertwined (Fitzmaurice, 2013).
Narrative professional identities continuously resist or submit to conflicting discourses of

family, job security, academic mobility, choice and opportunity (Clegg, 2008; Smith, 2010)
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while making contradictory claims of agency and disempowerment (Hanson, 2009; Le Gallais,

2009).

The tensions within professional identity, brought about by external factors such as changes
in institutional culture, technological innovation and role expectations (Briggs, 2007; Deem &
Lucas, 2007; Smith, 2010; Sutton, 2015), result in role ambiguity (Schulz, 2013). This shift
introduces new pedagogical challenges, widening the gap between the provisional self
(Ibarra, 1999) and the institutional self (McNaughton & Billot, 2016). As a result, educators
may experience disempowerment, identity conflict, and regulation (McNaughton et al.,

2014), all of which can impact their personal and professional identity.

2.7.3. Middle managers' hybrid identity construction at a time of
organisational change

The launch of the Academic Education Pathway (AEP) in UK universities in 2004 was intended
to bridge the gap between teaching, research and management. It involved a major
organisational change, resulting in contracts changing from teaching or managing only to
additional elements of education, education-related scholarship, and leadership. As a result,
new hybrid professional identities started to form, resisting or conforming to organisational

change.

The area of middle managers’ identity construction in the context of the AEP contractual
change has not been sufficiently explored (Linaker, 2023b). While the scheme was meant to
reward and promote teachers and administrators by adding research to their contract, many
have reported identity control (Alvesson et al., 2008) against the discourse of new
managerialism (Hill & Kumar, 2009). This has been particularly evident in the context of
IWLPs, which are uniquely positioned as teaching-only departments, outside the traditional
departmental structure. This organisational change has made the most profound impact on
the middle managers, some of whom have experienced a backlash by being referred to as

third space professionals (Whitchurch, 2008).

Middle managers have often performed hybrid roles in the university hierarchy (Whitchurch,
2008). Some of them lack managerial skills or experience, tend to follow rather than shape
the university's strategy, and are perceived by colleagues as supporting managerialism—
factors that contribute to further identity struggles and professional isolation (Preston &
Price, 2012). Others are deemed to be reluctant managers (Scase & Goffee, 2017; Knights &
Trowler, 2000), emerging in the space between the professional and academic domains

46



(Gordon & Whitchurch, 2010). They operate beyond institutional and across intersectoral
boundaries, shifting towards more unstable and diverse interdisciplinary identities (Henkel,

2005).

Despite recent studies of middle management in education (Acker, 2014; Floyd, 2016; Floyd
& Fung, 2017; Netolicky, 2022), the IWLP context remains unexplored. The hybrid identity

formation of IWLPs’ middle managers acting as educational leaders, teachers, and scholars
(Whitchurch, 2012) at a time of organisational change has not been investigated. Thus, the

research into this area of middle management is timely and has policy-making implications.

The transfer to the AEP contract and the need to combine research, teaching and managerial
responsibilities have created a particular tension between their perceived, imagined, and
prescribed identities (McNaughton & Billot, 2016; Winter, 2009). They often balance
between the roles of academic managers and managed academics, supporting or resisting

the departmental cultural values in a result-driven environment (Floyd, 2016; Winter, 2009).

Despite some scholarship reporting the benefits of the newly formed professional identities
(Di Napoli, 2009), triggered by the change of contract from administrative to managerial,
there are also reports of insufficient care and resilience provided by the organisation because
of organisational change (Smith, 2010). While some middle managers’ identities become
more dynamic and fluid (Delanty, 2007), creating new knowledge outside the remits of their
roles (Whitchurch, 2008), others experience professional identity struggle (Preston & Price,
2012) due to perceived role ambiguity (Schulz, 2013). Other studies critique the AEP
transitional policy for its’ inconsistency, lack of clarity and lack of success in all three
elements of the education triangle, claiming that progression is only possible through career
manipulation, thus undermining the integrity of this organisational change (Khusainova,

2023).

The impact of the organisational change, such as an AEP transfer within the context of the
IWLP, has not been previously investigated; however, the reports from the recent CercleS
Conference identified some problematic areas (Critchley et al., 2025). Whilst the transfer to
AEP leads to better promotional opportunities, it is also met with resistance from the
teaching and management staff without previous research experience, who are expected to
make scholarship contributions. Other factors contributing to this anxiety are a lack of
visibility of the scheme, the laborious application process, increased workload and no

guarantee of a successful outcome (Linaker, 2023b). Thus, the promotional incentive needs
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to be balanced with appropriate support, mentorship and the development of communities
of practice for collaborative scholarship initiatives and leadership development (Wyburd,

2024).

Research into organisational change recognises the importance of the role of middle
managers as agents of change within the organisation, acting as a medium between the staff
and the senior management (Schein, 2010). Therefore, the study of how the contractual

change affects the middle manager’s identity is important for the success of the AEP policy.

The literature reviewed in this section has pointed to gaps in the knowledge of professional
identity construction at a time of organisational change, specifically middle managers’

identity work when transitioning to Academic Pathway contracts within the context of IWLP.

2.8. CONCLUSION

To conclude, this chapter reviewed theoretical and empirical literature underpinned by four
conceptual categories - educational leadership, leadership experience, institutional change
and dilemmatic identity. The literature review is framed by the key theory of feminist
poststructuralism, which foregrounds all stages of the study and intersects with other
theories - educational leadership, gendered leadership experience, discourse and identity
construction, dilemmatic identity, critical race, social role and organisational culture and
change. The chapter considered the relationship between these theories, supported by the

existing literature, and outlined a theoretical foundation for the current study.

The review has identified problematic areas and gaps in research into leadership in higher
education, mediated by gender, culture and ethnicity. This study aims to bridge these gaps
and to shed light on the barriers to professional identity construction of female middle
managers from minority backgrounds. It contributes to the existing scholarship and adds to
the knowledge of female leadership experience through the interplay of ethnicity, culture

and gender in the multicultural setting of UK IWLPs.
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CHAPTER 3. METHODOLOGY

3.1. INTRODUCTION AND RESEARCH QUESTIONS

This thesis explores problematic leadership experience and gendered identity construction of
middle managers of Russian and Arabic ethnic origin in the context of the Institute-Wide
Language Programmes (IWLP) of UK Universities. This study aims to address the gap in the
knowledge of ethnically and culturally diverse leadership identity in the context of the IWLP.
It examines the participants’ narratives by applying small story positioning analysis as the
main analytical tool (Bamberg, 2006, 2011; Bamberg & Georgakopoulou, 2008) to

understand the female leadership experience.

The study is relatable within the context of UK universities’ IWLP and the context of
institutional changes experienced by middle managers. It makes a scholarship contribution to
methodology through the combination of thematic, narrative and positioning analysis to the
dilemmatic nature of identity. This method helps uncover identity work of becoming different
and remaining the same, belonging to the community and being unique, becoming agentive,
yet constructed by external discourses (Bamberg, 2011). The narratives are segmented into
small stories, which become sites of identity construction (Bamberg, 2006; Bamberg &

Georgakopoulou, 2008).

This methodology has been applied to a range of leadership identity studies (Bager, 2019;
Clifton, 2014; Clifton & Jones, 2018; Clifton et al, 2020; Cubillo & Brown, 2003; Isik-Guler &
Erdogan-Ozturk, 2022; Schnurr, 2022). However, its application is limited in the field of higher
education (Cubillo & Brown, 2003; Isik-Guler & Erdogan-Ozturk, 2022), particularly in the UK
higher education context (Linaker, 2023a), presenting a knowledge gap. Despite not being
widely used, it has proven to be effective in ensuring the depth of analysis while
interrogating the ambiguities and inconsistencies of the narratives, thus increasing the

trustworthiness of results.

The research questions for this study were formulated based on personal interest and
professional experience and justified by the existing knowledge gap in the area of leadership
in the specified context of IWLPs. They had been informed by the conceptual and theoretical
framework and the findings from the literature review, as discussed in Chapter 2. They are
underpinned by the feminist poststructuralist ontology, which is the researcher’s
positionality.
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The thesis addresses the following research questions:

1. How is female leadership identity constructed in the culturally diverse context of the

Institution-Wide Language Programmes of UK universities?

2. How is leadership experienced through interaction between professional discourses
of institutional change and curriculum review and personal discourses of gender,

culture, and ethnicity?

3. How do the participants’ identities shift from dilemmatic to agentive when resisting

or aligning with dominant societal discourses?

By answering these exploratory questions, it is hoped that the study will reveal the barriers
to leadership development and the transformative aspect of the narrative in identity

construction, making a unique contribution to knowledge.

The methodology chapter describes how these research questions are situated within the
research paradigm and methodology framework. The chosen research design is aligned with
the aim of this study and supported by the literature (Creswell, 2013; Kumar, 2002). The
sections below set out the paradigm rationale, chosen methodology and methods for data
collection and analysis. The chapter will also justify the appropriateness of the methodology
and methods selected in addressing the research questions. Finally, it will outline how the

guestion of trustworthiness was addressed.

To understand the rationale for considering this framework for educational research, the
chapter considers the epistemological and ontological positioning of the researcher and
outlines ethical considerations. | will refer to “researcher” as a generic term and use the
first-person singular in reference to specific elements of my research in line with my

positionality.

3.2. PARADIGM DESIGN AND RATIONALE
Figure 3.1. provides a visual representation of the paradigm design, consisting of ontology,

epistemology, axiology and methodology.
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Figure 3.1. Paradigm design

Paradigm design

Feminist post
structuralist
axiology

Qualitative
methodology

Constructivist  Interpretivist
ontology epistemology

This study is positioned within the interpretative/qualitative paradigm, which serves the
purpose of analysing and describing the data drawn from the participants’ narratives,
acknowledging the value-laden viewpoints of both the researcher and the participants. Due
to the researcher being closely embedded in the researched community, the neutral and

impartial perspective of the objectivist paradigm is not what this study aims to achieve.

Instead, by adopting a poststructuralist methodology, | acknowledge that my bias can impact
data. To reduce the power imbalance between the researcher and the researched, | aim to
fully understand the significance of the data, rather than confirm my assumptions. My
worldview, shaped by my epistemological and ontological assumptions, is outlined in the

Researcher’s Positionality section.

3.2.1. Ontological approach

This research has been informed by the constructivist ontology, which means that the world
is socially constructed by the human mind and reality is experienced subjectively, i.e.
differently by different individuals, depending on their worldviews (Cohen et al., 2018; Guba
& Lincoln, 2013). This paradigm is underpinned by social constructivism, characterised by the
critical stance to reality, which is socially and historically contextualised. Within this
paradigm, knowledge is created through the researcher’s personal experience and
interpreted through interactions with the participants, while reality is constructed by

language, ensuing social action and empowerment (Burr, 2015; Corbin & Strauss, 1990).

Constructivism stems from the intellectual movements of postmodernism, which rejects the
idea of ultimate truth and draws attention to the multiplicity of reality (Lather, 1990). This
inquiry is particularly concerned with a social identity theory, which views identity as
constructed through social interactions, where language becomes a tool and a subject of
research (Berger & Luckmann, 2023). In this framework, both researcher and participants co-

construct the knowledge developed through narrative in interaction and aimed at
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transformative action (Etherington, 2004; Savin-Baden & Major, 2023). Thus, constructivist
researchers are concerned with the process of interaction with the participants, the societal
and cultural context and their positionality and intent, which colour the world interpretation

(Creswell & Poth, 2018).

3.2.2. Epistemological approach

This study is shaped by the interpretivist epistemology, which perceives knowledge as
produced through the construction of meaning, being subjective and obtained from the
participants through the researcher’s agentive involvement (Cohen et al., 2018). This
epistemological perspective explores the nature of knowledge, its validity and credibility and
how it is received. The interpretivist approach views the relationship between people and
the world as active and agentive, interpreting the world as a social construct (Burrell &

Morgan, 2019; Cohen et al., 2018).

This research pursues data-generated knowledge within a specific situation at a particular
time (Corbin & Strauss, 1990). Although the credibility of interpretivist research can be
problematic due to a high degree of subjectivity (Johnson & Onwuegbuzie, 2004),
constructivist researchers aim to acquire contextualised knowledge through an individualised
approach (Jameson, 2012). Thus, as a feminist poststructuralist researcher, my
epistemological belief is that reality can be changed through research. The narratives co-
constructed by the researcher and the women participants in my study are shaped by our

individual experiences and backgrounds and can bring transformative action.

3.2.3. Axiological approach

The axiology of the interpretative paradigm acknowledges the value-laden nature of research
and is an integral part of the researcher’s subjectivity in the process. The researcher’s insider
role and social positioning, such as gender, age, ethnicity, immigration status, personal
experiences and beliefs, are essential to all stages of research (Berger & Luckmann, 2023).
Within the feminist poststructuralist framework, a diversity of values is emphasised,

including diverse identities and communities (Olesen, 2011).

The axiological approach of a feminist poststructuralist means that the researcher establishes
a close and collaborative relationship with the researched to avoid being objectionable and
exploitative (Creswell & Poth, 2018; Denzin & Lincoln, 2013). Thus, as a feminist
poststructuralist researcher, | make my positionality explicit but remain self-critical and self-

reflexive, maintaining the power balance between myself and the participants. | openly
52



discuss the values that shaped my research and continuously reassess the way they impact

all stages of my inquiry in the chapter on the researcher’s positionality.

3.3. METHODOLOGICAL APPROACH

This study relies on qualitative methodology, which investigates leadership phenomena by
extracting qualitative data. Measures are taken to ensure the trustworthiness and
authenticity of the data obtained from unstructured interviews, in which each participant
constructs their identity through their individual narrative and standpoint (Guba and Lincoln,
2013). The interpretivist/constructivist paradigm is best suited for generating data emerging
from an in-depth analysis and interpretation within a given context (Corbin & Strauss, 1990).
This method allows the researcher and the researched to have a mutual impact on each

other (Coleman & Briggs, 2002).

By using this methodology, the interpretivist researcher can gain an insight into individual
perception of reality and the experiences of the participants whilst acknowledging their own
bias and subjectivity. As a feminist poststructuralist researcher, | acknowledge my subjective
stance, which filters through all stages of research design (Johnson & Onwuegbuzie, 2004).
The choice of this methodology is justified by the data authenticity and confirmability
through the verisimilitude of discourses (IWLPs across UK universities). The researcher’s
membership in the researched community lends further credibility to the analysis (Riessman,
2015). The inductive nature of this methodology has allowed me to reassess and modify
elements of research, such as research questions and data collection strategy, to gain a

deeper understanding of the research problem.

Figure 3.2. Introduces the methodological approach of this thesis, underpinned by the

feminist positionality of the researcher.
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Figure 3.2. Methodological approach

3.3.1. Feminist poststructuralist framework

Within the interpretivist paradigm, the feminist poststructuralist approach foregrounds this
study, allowing for a high degree of subjectivity with multiple interpretations of the world
and an emancipatory potential for research (Jameson, 2012). The poststructuralist
framework lends itself well to educational research due to its subjective nature and the
researcher’s self-reflexive positioning as an agent and part of the research process. As a
poststructuralist researcher, | bring with me my personal characteristics, values, and beliefs
to the selection of methodology, sampling, data analysis and interpretation (Hammersley,
2013). At the same time, | acknowledge the limitations of my agency, undermined by the
social context and the balance of hegemonic powers within society (Johnson &

Onwuegbuzie, 2004).

A poststructuralist paradigm views knowledge as constructed and embedded in a
researcher’s worldview and the lives of the researched (Cohen et al., 2018; Laine, 2000).
Therefore, with this study, | aim to expose different meanings by different worldviews in a
discontinuous, changing, and unstable context. My mission is to investigate the relationship
between knowledge, meaning, power, and identity, while exercising a sensitive approach to
deconstructing the dichotomies of leadership and gender, aiming to achieve policy-changing

results (Guba & Lincoln, 2013).
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3.3.2. Feminist poststructuralist discourse analysis

Based on my ontological beliefs, my thesis is grounded in the feminist poststructuralist
theory (McQuillan, 2007; Tallis, 2016; Weedon, 1997, 2006, 2021). This theoretical
framework is best served by the Feminist Poststructuralist Discourse Analysis (FPDA) as a
methodological tool for gendered identity research. Baxter (2003) defines FPDA as a new
theoretical and methodological approach, claiming that new analytical tools were needed to
contest existing knowledge (Baxter, 2008). Despite early criticism of this approach as
inconsistent (Cameron, 2001), the principles of feminist poststructuralism were effectively
used to investigate the issues of gendered educational practice and female leadership in the
UK and international context (Baxter, 2002, 2003, 2017; Baxter & Al A'ali, 2016; Kamada,
2009).

The FPDA applied to educational research puts the researcher’s subjectivity into focus at all
stages of the research process, from selecting the subject, framework, and method, to
gathering and analysing data, making recommendations, and facilitating practical,
transformative changes to educational practices (Baxter, 2002). A woman in the centre of this
approach finds herself involved in conflicting discursive practices. The awareness of these
practices empowers her to resist or change reality. Thus, FPDA is concerned with ambiguities
of power relations in society exercised through intersectional and contextual discourses,
while acknowledging the self-reflexive and non-universal nature of feminism as a movement
(Baxter 2003). It aims to give voice to the minorities or those who are marginalised at a
specific moment in time (Baxter 2003). Such a transformative project is at the core of my
thesis, with its purpose of hearing from women middle managers of diverse cultural and

ethnic backgrounds through a deconstruction of their self-reflexive narratives.

This approach is selected as it best suits my enquiry and creates a textual interplay between
methods and content, allowing for open-ended conclusions and multiple interpretations,
viewing gender as performative (Butler, 2006). The meaning is constructed within the UK-
based communities of IWLPs, while the key elements of analysis are deemed to be
interdiscursivity and self-reflexivity. As with my study, this method supports small-scale,
localised transformative missions, giving space to silenced voices through heteroglossia
(Bakhtin, 1994; Baxter, 2008). By adopting a poststructuralist framework and a feminist
stance to educational research, this thesis aims to contribute to the feminist poststructuralist

discourse of leadership identity in higher education (Jones, 2020).
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3.3.3. Researcher positionality

As a feminist poststructuralist scholar, | am concerned with the non-replication and
eradication of injustice, privilege, and oppression. Thus, my ontological assumption is based
on reality, which perpetuates power imbalance and marginalisation on the grounds of

different aspects of identity.

The positionality of a feminist researcher has been critiqued for the value-laden and pre-
determined ideological agenda which a researcher pursues to facilitate transformative
change without making any significant changes (Cohen et al., 2018). However, | would agree
with Baxter (2003) that value-free research in education perpetuates the existing status quo
and fails to expose oppression and inequality. The researcher’s ideological positioning, efforts
to restore the balance of power and to expose oppression and hegemony are necessary
research tools, aiming to bring socio-political change in the world of education (Cohen et al.,
2018). By advancing social justice research on matters of equity, fairness, and freedom from
oppression (Kaushik & Walsh, 2019), as a feminist researcher, | also aim to promote issues of

globalisation, decolonisation, diversity, and inclusion of educational leadership.

Unlike the positivist positioning of the researcher as an outsider, the feminist researcher is
closely involved in the lives of the researched (Laine, 2000). This relationship can be
problematic, as the researcher is confronted by the dilemma of being either too close to the
research and compromising the ethical framework or being too detached to fully uncover

hidden meanings and issues (Duncombe & Jessop, 2002).

| argue that by explicitly disclosing my epistemological and ontological positioning and my
feminist bias, | can achieve a higher degree of connectedness with the researched subject. At
the same time, | aim to take care not to make myself vulnerable (emotionally and
psychologically exposed) by remaining open and receptive through this disclosure (Norum,
2000; Venaldinen, 2023). My biography as a researcher and my gendered, cultural, and
ethnic identity (Denzin & Lincoln, 2013) contribute to this study. My positionality implies an
in-depth exploration of the subject, and for the data to emerge through the lens of my
assumptions (Merriam, 2014), which have been informed by my personal and professional

educational leadership journey.

Using the self-reflexive stance (Goldstein, 2017) as a researcher and a member of the
researched community, | foster empathy and understanding towards the researched. Self-

reflexivity allows for a deeper agentive involvement in co-constructing the participants’
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stories through introspection. | am also conscious of the risk of reproducing, rather than
unsettling, power dynamics by practising “comfortable”, rather than “uncomfortable”. i.e.
disruptive reflexivity, which “challenges the limits of existing knowledge and acceptability of

research practice” (Pillow, 2003, p.188).

Additionally, | am being self-reflexive about my role as a critical actor (Cohen et al., 2018) and
critically reflect on my positionality at all stages of enquiry. While declaring my agenda, | also
respect the participants’ viewpoints, as evidenced by the narratives. Thus, | take deliberate
steps to ensure that the researcher's voice does not overpower that of the participants. |
strive to maintain a balance of power by deconstructing meaning and creating a textual
interplay that explores the double movement of positioning within the research process

(Baxter 2003).

3.3.4. Ethics and insider research

The questions of ethics and insider research are closely related to my positionality. To comply
with research ethical principles, | have made every effort to protect the participants’
psychological, physiological and emotional well-being through all stages of research (Thomas,
2021). The participants have been offered full confidentiality, anonymity, and the right to
withdraw from the study at any time. The interview data has been stored according to the
University guidance on Teams. Full ethical approval was obtained from the University of

Reading Ethics Committee before commencing the interviews.

To ensure that the research is conducted ethically and with moral responsibility, | was guided
by insider researcher’s recommendations for those who undertake interpretative research
within their organisations (in this case, my professional network of IWLPs). In this context,
the researcher applies a particularly sensitive approach to personal data, as the participants
are often colleagues who belong to the same community of practice (Floyd & Arthur, 2012).
Thus, | take care of internal confidentiality and the moral dilemmas which may appear during
and after the research process, involving relationships with participants. This also includes
conflicting roles of colleague/researcher and the delicate balance of power and insider

knowledge between the participants and the organisation (Floyd & Arthur, 2012).

The standard anonymity procedures of disguising the identities of colleagues are not always
sufficient for an insider researcher (Floyd & Arthur, 2012). To anonymise the data fully, |
ensured that only the details essential for my research design were included in the analysis,

such as gender and ethnicity, to prevent the participant from being recognised. Thus, |
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removed all personal identifying details, including individual professional and institutional
credentials. In some instances, | made slight changes to the titles of the individuals to create

another layer of confidentiality (Mercer, 2007).

Most importantly, to ensure the participants’ agentive involvement in the research process,
the participants were offered to choose pseudonyms, which were used throughout the
research process. To eliminate the potential recognition of participants by the academic
community (Trowler, 2014), | requested additional approval from the participants for the
inclusion of certain data, which | considered sensitive or problematic. For example, the
inclusion of such personal data as marital and educational status, immigration history and

family circumstances.

My membership in the same community of practice fostered by shared professional practice
and networking (Holmes & Meyerhoff, 1999) has given me privileged access to data and
enriched my knowledge about the research context (Trowler, 2014; Mercer, 2007). At the
same time, this commonality enforced certain assumptions about the participants (Floyd &
Arthur, 2012). Therefore, while enjoying this privilege, | had to be careful to disclose my
assumptions and biases to mitigate their influence on data (Floyd & Arthur, 2012; Norum,

2000) and to exercise an ethic of care (Gibbs & Costley, 2006) for the participants.

This meant reflecting on the impact our interactions have had on the participants and what
would have happened to them had this research not been conducted. Thus, | attempted to
maintain a fine balance between my subjectivity and objective representation of the
participants' positioning. It also meant that | needed to be sensitive about the ownership of
data when collecting, analysing, discussing data, and asking questions about who owns a
story and whose version is convincing (Cohen et al., 2018). This ethical consideration was
resolved by inviting the participants to comment on the interview transcripts before

commencing the analysis.

| also acknowledge that my level of insiderness or the way | was embedded in my
organisation varied according to how closely | collaborated with the participants, their home
institutions and their shared identity characteristics (Floyd & Arthur, 2012). Thus, to avoid
interpreting data through my pre-existing knowledge in relation to some participants from
my immediate working environment, | endeavoured to contextualise the data in the
narrative (Brannick & Coghlan, 2007). | was also aware of the extent to which | could identify

with the researched community in the case of Arabic, due to my different racial, cultural, and
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ethnic background (Gillies & Alldred, 2012). | mitigated this aspect through close
engagement with the community and establishing affinity through professional practice,

socialisation, and research.

My insiderness also shifted throughout the research process, by continuously and
consciously moving inside and outside the participants’ experience and by being both an
empathetic collaborator and an outside observer (Hellawell, 2006; Mercer, 2007; Wilkinson
& Kitzinger, 2013). To avoid the danger of power asymmetry, | exercised a self-reflexive and
sensitive approach to my participants, aiming to reduce my agency and empower the
participants by offering them choices of interview arrangements and details for inclusion in
the research output (Brinkmann & Kvale, 2015; Trowler, 2014). Using a narrative approach
also helped in maintaining power parity, as the interviewees were offered to take a lead in
the narrative process (Riessman, 2015). At the same time, as a feminist researcher, | did not
aim to eliminate the power imbalance completely, but to be conscious of, and constantly

reflect on its effect on research outcomes (Brinkmann & Kvale, 2015).

3.4. RESEARCH METHODS

My strategy was to achieve a high-quality, innovative research design, which combines the
two approaches (narrative inquiry and case study). This strategy is best suited to a
participatory, multi-voiced, emancipatory, and deconstructive purpose of research design

within a feminist poststructuralist paradigm.

3.4.1. Narrative approach to dilemmatic identity

The narrative approach to identity research has been selected as the most appropriate
methodology framed by the researcher’s positionality. It views identity as positioning and
being positioned by other agents (Bamberg, 2004; Bucholtz & Hall, 2022; Davies & Harré,
1990) and contextualised by culture and language (Benwell & Stokoe, 2006). The narrative
inquiry considers identity as dilemmatic: being stable yet changing, being unique yet the
same as others, and being agentive yet constrained by societal discourses (Bamberg, 2006,

2011).

| used the narrative inquiry method (Barkhuizen, 2017; Benson, 2014; De Fina &
Geogakopoulou, 2015) and narrative in interaction (Adler et al., 2017; De Fina, 2009;
Webster & Mertova, 2007) to make narrative a site of identity construction (Van De Mieroop
et al., 2022). This method focusses on the details of individual lives to make meaning of the

participants’ experience (Bathmaker & Harnett, 2010).
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The narrative inquiry has become influential as a method of analysis as a result of the
narrative turn in identity research, using both elicited and non-elicited narratives to analyse
talk in interaction (Bamberg, 2006; Brockmeier & Carbaugh, 2001; Daiute & Lightfoot, 2004;
De Fina et al., 2006; Ochs & Capps, 2009). The narrative turn has become particularly
significant in leadership research in recent years, with narratives viewed discursively as
performative concepts, which shape the speakers’ identities through storytelling (Bager,
2019; Clifton, 2014; Clifton & Jones, 2018; Clifton et al., 2020; Georgakopoulou, 2007;
Schnurr, 2022). These studies analyse how the participants use the narratives to reflect upon
themselves and to construct identities in the given time and space through language use
(Bamberg & Georgakopoulou, 2008; De Fina et al., 2006). The studies of educational identity
using the narrative inquiry method have also come into prominence in recent years
(Barkhuizen, 2017; Gallardo, 2019; Kayi-Aydar, 2019), with particular focus on cross-cultural,
autobiographic narratives (Ma, 2024) and gender (Fuller, 2018).

However, despite the volume of recent research on the narrative approach to leadership or
teaching identity, there is insufficient application of this method to educational leadership as
a separate subject, particularly in the context of UK higher education. This is despite the
emerging interest in narrative methodology for educational leadership studies outside the

UK (Cubillo & Brown, 2003; Isik-Guler & Erdogan-Ozturk, 2022).

There is also limited investigation of dilemmatic positioning of leadership or migrant identity
(Clifton & Jones, 2018; Clifton & Meeroop, 2017). These studies provide initial evidence that
the narrative approach allows for in-depth data to be generated (McCaslin & Scott, 2015).
Thus, this thesis fills the gap in the application of the narrative method to dilemmatic identity
by uncovering nuanced identity work in relation to leadership, gender, culture, and ethnic

discourses of middle managers in specific educational contexts of IWLPs in the UK.

3.4.1.1. Small stories

Within the narrative inquiry method, we distinguish small stories as literal and metaphorical
entities, focussing on fleeting aspects of lived experience (Bamberg, 2004, 2006), making
them both the tool and the context of analysis (Bamberg & Georgakopoulou, 2008). Small
stories constructed in interaction give insights into significant and tellable narrative
moments, which can be missed in big narratives. The stories use narrative dimensions, such

as tellership (who has the right to tell) and tellability (the reason for telling the story) (Ochs &
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Apps, 2009). They also contain elements of narrative orientation, such as starting the story

and not finishing or signalling but not telling (Hymes, 1996).

While big stories deal with the representation of the world, small stories told in interaction
construct individual identities (Bamberg & Georgakopoulou, 2008) and acts of gendered
identity performance (Butler, 2006) at a given time and space. If we assume that identity is
not static, but always changing and shifting, then interactive acts of storytelling serve as
identity construction sites (Bamberg & Georgakopoulou, 2008). Thus, small story analysis is
used for highlighting dilemmatic identity (Bamberg, 2011) through interaction between the
storyteller and the researcher (Georgakopoulou, 2007). These stories are both a source of
data and an object of analysis (Archakis & Tsakona, 2012; De Fina, 2009), allowing for better
scrutiny of inconsistencies and ambiguities and used as a strategy to extract the most

trustworthy data (Clifton et al., 2020; De Fina, 2008; De Fina & Georgakopoulou, 2015).

The reason | chose this method is that it best serves the most detailed and nuanced
investigation of the meaning through explicit and implicit identity claims (Bamberg et al.,
2007; Bathmaker & Harnett, 2010; Floyd, 2012). The application of the narrative inquiry
methodology with the focus on small story analysis within a specific educational context

makes a timely contribution to research in education.

3.4.2. Multiple case study design

The multiple-case study approach was used to gather data about identity construction by
investigating the multiple cases of IWLP leadership (Creswell & Poth, 2018; McCaslin & Scott,
2015; Thomas, 2021). This approach explores the problem within the natural context of its
occurrence through researching all the multiple sources of information about it. Thus, the
case study approach allows for in-depth analysis of the subject through exploration of the
real-life situation, participants’ experience and attitudes (Gillham, 2000; Hancock &

Algozzine, 2021; Yin, 2018).

This approach fits the purpose of my thesis, as it aims to understand the unique, under-
researched phenomenon within clearly defined boundaries (Yin, 2018). Thus, it explores the
unknown phenomenon of leadership experience within the context of the IWLP. Thus, each
case provides an in-depth investigation of an individual IWLP leadership experience,
including the background information of the participants and the relevant IWLP context

known to the researcher.
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The Doctorate in Education programme requires the research to be set within the
researcher’s professional community and to contribute to the professional knowledge and
practice. Thus, the case study approach satisfied these requirements. Most importantly, this
approach allowed me to enhance educational theory by discovering new knowledge, which
can potentially lead to policy change (Bassey, 1999; Coleman & Briggs, 2002; Hancock &
Algozzine, 2017).

My positionality has also been a deciding factor in the choice of this design as it considers
localised, specific contexts, bounded by time and place, in line with the feminist
poststructuralist agenda. By being embedded in the same community and professional
practices within the specific institutional context, | was able to get further insight into the

complexity of the problem.

3.5. SAMPLING

To gain a deeper understanding of the problems faced by the education leaders in my study,
purposive, non-probability sampling of individual participants with specific characteristics
and experience has been chosen for this research (Patton, 2015, 2022; Suri, 2011; Suri &
Clarke, 2009).

From the 16 strategies for purposive (also referred to as purposeful) sampling (Patton, 2015),
| chose the strategy of criterion sampling, which means that | selected only cases which met
the set of criteria for my research. The principles of accessibility, availability and data
richness also guided me. These principles align with the research purpose of in-depth
exploration of the subject, focusing on a group of participants with specific characteristics
who can provide information-rich data. Due to the specificity of this case study and the
limited availability of middle managers of Arabic and Russian origin in the UWLP, this proved
to be the most logical sampling strategy. The advantage of the purposive sampling technique
is in early data saturation due to the selection of participants who can provide thick data to
help answer the research questions (Patton, 2002). Although | acknowledge that purposive
selection may not be the most representative (Yin, 2015), the aim was to collect diverse data

from accessible information-rich sources.

Although there is no specific number needed for conducting case study research (Patton,
2002), | was guided by the availability of participants and the principle of maximising
information in sample size selection to conduct cross-case thematic analysis within the group

of participants with similar characteristics (Yin, 2018). At a broader level, | chose the multiple
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case study approach over a single case to increase confidence in the data. At a narrower
level, due to the complexity of the topic, the multiple cases helped generate the most telling
data and examine the topic with higher intensity (Yin, 2015). Additionally, the sample size
was informed by similar qualitative studies with purposive sampling (Clifton & Jones, 2017;
Cubillo & Brown, 2003; Schnurr, 2022) to provide rich information (Patton, 1990) by revealing

leadership experience through interactive storytelling.

The participants were chosen through the intersection of similar personal and professional
characteristics from several institutions where Arabic and Russian are taught on IWLPs. The
main characteristic the participants had in common is the shared professional context and
leadership experience encumbered by gender stereotyping. At the same time, while the
participants belonged to the same communities of practice integrated in foreign language
teaching and connected through the intersection of culture, gender and leadership, they
experienced leadership differently. | also had open access to participants through my

affiliation with both Arabic and Russian communities.

The sample comprises ten participants - 5 educational leaders of Arabic and 5 of Russian
ethnic and cultural backgrounds. The following specific criteria guided my sampling: females
of Arabic and Russian origin, who had had at least ten-year-long careers in the UK higher
education, who were middle managers in Language Centres or Institution-Wide Language
Programmes, and who were also carers of children, grandchildren and/or elderly relatives.
The participants were invited to take part in the research by either direct contact or through

personal introduction.

3.5.1. Personal background information of the participants

In the section below, | present the most essential professional and personal background
information about each participant, known to me before data collection. It consists only of
the data relevant to my research questions to ensure full anonymity for the participants. This

information is presented in the form of condensed narratives.
1. Mona

Mona'’s business career started in the Middle East, followed by a career gap due to marriage
and immigration. The change in personal circumstances prompted her to turn to teaching
and build a successful career managing a team of teachers in a UK university. She is a subject

leader in Arabic and has caring responsibilities for her grandchildren.
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2. Nina

Nina comes from an academic background. Born and educated in Russia, she completed her
PhD abroad. She is married with small children and is a Russian subject leader at a UK

university. Her scholarship interest is in literary translation.
3. Aadab

Aadab was educated in the Middle East first and completed her postgraduate studies in the
UK. She is a team leader in a UK university. Her research interests are in translation studies.

She has a grown-up child and cares for her elderly mother.
4. Mila

Mila’s leadership experience was gained first in business in a Russian speaking country. She
started her teaching career when she moved to the UK. She is now a Russian language
coordinator at a UK university. She is interested in creative writing and drama. She has a

grown-up child.
5. Faizah

Faizah has a long experience in educational leadership, first in the Middle East, where she
taught and coordinated Arabic at higher education Institutions, then in UK universities. She
has different leadership roles, both administrative and managerial and is an expert in teacher

training. She has grown-up children.
6. Margarita

Having completed her undergraduate studies in a Russian town outside Moscow, she secured
a scholarship to continue studying at a postgraduate level abroad. On completion, she was
offered permanent employment as a Russian teacher at a UK university. She gradually
progressed to becoming a subject leader in Russian. She specialises in dialectology. She is

married with a small child.
7. Jaleela

Like Faizah, Jaleela has worked in educational leadership in both the Middle East and the UK
universities. She was educated in the Middle East to the MA level and completed her
doctoral studies at a UK university. She is a published scholar, teacher trainer and Arabic

coordinator. She has a grown-up child.
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8. Nuria

Nuria was born and educated to the doctoral level in a Russian-speaking country. She also
has an MA from a UK university. She has taught Russian courses for many years and is now

also a Russian coordinator. She has a grown-up child.
9. Svetlana

Svetlana was born and educated in Russia. She has worked as a Russian lecturer on IWLP and

in the Slavic department at a UK university for many years. She has a grown-up child.
10. Basma

Basma comes from the Middle East and has a degree in architecture and in Arabic language
teaching. She has worked as an Arabic coordinator at the IWLP for a long time and has

grown-up children.

3.6. DATA COLLECTION METHODS AND PROCEDURE

Narrative interviews with a focus on small story elicitation were used for data collection.
Each participant was interviewed once over the period of three months, and each interview
lasted between one and two hours. To create a comfortable and unobtrusive environment,
the interviews were unscripted and unstructured, starting with a narrative-inducing open-
ended prompt: “Tell me about your career journey” to ensure reflection and detail (Kvale,
2012). | chose the unstructured interview design due to its ability to foster a high level of
rapport with the participants and empower them to lead the conversation, generating

nuanced and rich data and unanticipated findings.

| used a combination of minimalist-passive interview techniques to allow the participants to
lead the narrative flow, and conversational prompting to elicit the most salient and important
stories, celebratory and challenging personal and professional experiences (Elliott, 2005;
Reissman, 2015). Following uninterrupted storytelling, | then asked certain clarifying non-
narrative thematic questions to elicit further data (Gabriel, 2000) and to facilitate reflexive
insights (Reimann, 2003), digging deeper and helping to remember the participants’ most
telling events and experiences. Due to the sensitive and personal themes explored, | engaged
in active empathetic listening, whilst ensuring that the participants felt at ease at all stages of

the interview.
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Although all participants in my sample were coordinate bilinguals, fully proficient in two or
more languages (Wei, 2020), | offered the Russian-speaking participants the opportunity to
use their native language during the interview to enhance the participants’ agentive
engagement with the interview process and to facilitate freedom of expression. Due to my
lack of linguistic competency in Arabic, | did not make this option available for the Arabic-
speaking participants. However, some Arabic was used to establish cultural and linguistic
rapport with the participants and create an intimate, confidence-inducing atmosphere. |
acknowledge the linguistic limitations of my study. However, | aimed to mitigate this by my
insider researcher knowledge and experience through a long-term close collaboration with

both Russian and Arabic-speaking participants.

The storytelling approach was used as a tool for data collection in the most unthreatening
way, to lower the unconscious defence barriers of the participants (Sacks & Jefferson, 2004).
To avoid intrusive probing, | strived to be non-judgmental and collaborative (Wengraf, 2004).
At the same time, | brought my own agency to the interview by sharing my memories and life
stories when | wanted to explore the meanings and ambiguities of the narratives further
(Wengraf, 2004). | followed the interviewee’s lead as knowledge co-creator, reflecting,
evaluating and remembering the events (Wagner & Wodak, 2006). Due to the interviews
being conducted and recorded online, physical space was not considered. However, to
ensure maximum consideration for the participants’ time, they were offered to pick the most
convenient time for a relaxed and unhurried conversation in line with the feminist

epistemology (Kvale, 2012).

As an interpretivist constructionist researcher, | recognise the importance of building trust
and confidence with the participants to ensure the depth and breadth of data. Therefore,
building rapport with the interviewees is important not only for the good quality data
collection, but also for the whole research design in line with the feminist poststructuralist
principles of a non-exploitative, supportive and respectful attitude to the participants (Baxter,
2013). To ensure the relevant level of rapport, | had an initial email exchange and
conversations on Teams with the participants, clarifying the details of the purpose, the

method, and the potential outcomes of my research.

3.6.1. Data transcription
| have provided the verbatim transcriptions and the translations of the interviews. The

transcriptions generated by Microsoft Teams were carefully proofread in line with the audio
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and video recording, which | watched and listened to repeatedly (Bailey, 2008). To ensure full
familiarisation and connection with the data, my transcription followed an interpretive
approach, achieved through active and repeated listening and reading (Braun & Clarke,
2022). Thus, the transcribed narratives were read several times for data immersion and for

establishing iterative links between the empirical data and theory (Strauss & Corbin, 1990).

The transcription convention followed Jefferson’s (2015) terminology and contained the
elements of conversational and discourse analysis (Paltridge, 2021). Due to the interactive
nature of data collection, some elements of conversational analysis convention for
transcribing, such as repetitions, self-retrievals, pauses, silences, overlaps and sequencing
were deemed appropriate (Gardner, 2004; Liddicoat, 2021; Sacks & Jefferson, 2004;
Schegloff, 1999). Non-linguistic elements, such as gestures, mimics, and laughter, were not

included in the transcription as they were not essential for my analysis.

While having ownership of the transcription (Cohen et al., 2011) and considering it a
subjective act of interpretation, rather than an accurate reflection of reality (Gillham, 2000;
Kvale, 2012), | wanted to create a multi-voiced approach to data collection (Baxter, 2013).
Thus, the transcripts of the interviews were sent back to the participants for validation and
comments, to ensure that they were accurate and reflected what the participants had said

during the interview.

3.6.2. Pilot activity

To ensure that the data collection method and procedure are aligned with the research aims,
| trialled the functionality of the method first. This activity was done as part of the research
process to adjust data gathering procedures, which led to better quality analysis (Gillham,

2000).

Following the granting of ethical approval, | approached one of the participants, provided
them with the information sheet and a participant’s consent form and conducted a narrative
interview. | then transcribed and analysed the received data, using thematic, narrative and
three-level positioning analysis. Following this, | reflected on my approach and the prompts |
used for eliciting the most telling short stories and revealing identity claims. The trialling
process was successful and increased my confidence in the chosen method. At the same

time, it helped me to fine-tune the narrative interview procedure.
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3.7. ANALYSIS PROCEDURE

The analysis was based on the data obtained through the prism of my subjective knowledge
as an insider researcher and my subjective interpretation of the themes revealed. While
acknowledging this subjectivity and my bias as a poststructuralist feminist researcher, |
continued to be reflexive and interpretive at all stages of data collection and analysis to

reduce my influence on the research process.

Following the principle of self-reflection, | analysed and reflected on the themes and sub-
themes that cut across all interviews, highlighting the most meaningful quotations and
associations (Floyd, 2012; Gillham, 2000). The narrative approach to analysis was chosen for
its patchwork or bricolage design, which is non-linear and variable (Riessman, 2015;

Silverman, 2002) to support my stance as a poststructuralist researcher.

The analysis followed a recursive cycle, which included thematic coding and categorisation,
followed by narrative and positioning analysis at the level of detailed fine-grained discursive
interrogation of each level of positioning. This was carried out in four stages: first, thematic;
second, positioning level one, which included narrative analysis; third, positioning level two;
and fourth, positioning level three. In the next three sub-sections of the analysis procedure, |
will explain each stage in detail. | chose to use the combined approach to data analysis to

strengthen the credibility of the study (Patton, 2002). Figure 3.3. illustrates this strategy.

Figure 3.3. Data Analysis

Thematic Positioning Narrative
analysis analysis analysis
e Adopted from e Three level e Adopted from
Braun & Clark positioning Labov &
model (2022) analysis of small Waletsky model
stories adopted (1997)
from Bamberg &
Georgakopoulou
model (2008)

3.7.1. Thematic analysis

Repeated readings of the transcripts ensued initial thematic analysis (Braun & Clarke, 2022)

to highlight landmark life experiences and identify the themes and subthemes of the

68



narrative, by looking for similarities, differences and patterns in the participants’ accounts. |
used a holistic approach to decipher hidden meanings and analyse women'’s experiences and
perceptions, ensuring the iterative and inductive method of data interpretation, modified for

the purposes of this research (Braun & Clarke, 2022; Kvale, 2012; Maguire & Delahunt, 2017).

The six-phase approach to reflexive thematic analysis (Braun & Clarke, 2022) has been
adapted to a four-phase module. This suited the research better as the first introductory step
to the three-level positioning analysis. The first phase included engaging with repeated
immersive reading of data, noting key quotations, observing the patterns, and generating
codes, while the second phase identified themes and sub-themes, which were further
clustered into themes and verified across all ten narratives. | then identified and named the
themes, reflected on areas where they overlap and further categorised them to align with

my research questions.

3.7.2. Positioning analysis

Positioning analysis was used as the main analytical tool (Davies & Harre, 1990). Positioning
framework makes the researcher an integral part of the analysis through introspection. To
ensure the depth of the analysis, | was guided by the concept of the confessional to reveal
power relations in society (Foucault, 2018). This analysis uncovers the ways people search for
meaning and make themselves visible to others through verbalisation (Fejes, 2011). By
applying the positioning model and reflexive thematic analysis, the meaning is discovered
through analysing the tension between how the narrator wants to be understood by the

outside world and how they are understood by their interlocutor, in this case, by me.

Within the bigger narratives, | identified small stories, highlighting the most memorable
moments, producing discursive selves (Davies & Harre, 1990). The small stories extracted
from the narrative identified the major global discourses, which brought identity dilemmas
to the fore. This included belonging and being different, changing and remaining constant,
resisting and conforming to societal discourses through explicit and implicit claims (Bamberg,
2011). The most prominent themes of gender, ethnicity, leadership learning and leadership
experience, emerging from the data, were observed as a pattern and categorised to display

identity performance (Bamberg, 2011).

The social constructionist perspective was central to this analysis - these themes were not
waiting to be discovered as reflections of reality but were constructed and performed by the

language through social interaction (Gill, 2000). Thus, the narrative was an ideal site for the
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storytellers to construct their identities at the given moment, creating a relational experience

(Butler, 2006; Van de Mieroop et al., 2022).

The analysis was carried out at three levels (Bamberg & Georgakopoulou, 2008). At the first
level (positioning in relation to the characters within the story), | explored how the
characters were positioned within the story world and how events were reconstructed by the
narrator. At this stage, | also drew on the narrative elements of Labov and Waletzky’s (1997)
model, which include abstract, orientation, complicating action, resolution, evaluation and

coda (to be discussed in the next section).

At the second level (in relation to the interlocutor/researcher), | explored how the interaction
between the participant and me contributed to the participants’ identity co-construction.
This was the way to reveal identity work within the interview world by interrogating hidden
meanings and uncovering ambiguous and unspoken experiences not made clear at the first

level.

At the third level (in relation to the dominant discourses or master narratives), | analysed
how the participants made sense of themselves in relation to the global societal discourses.
By analysing how the narrators constructed their identities in relation to the story world and
to the interviewer, | observed their identity work through interplay with the wider world.
Thus, the first two levels of positioning through interaction helped reveal the third level of
ideological positioning of the narrator as either complicit or countering the dominant
discourses (Bamberg, 2006). Finally, | made the discourses embedded in the stories visible

through the speakers’ positioning and could answer my research questions.

3.7.3. Narrative analysis model

The elements of the Labov and Waletsky (1997) analytical model, consisting of abstract,
orientation (time, place, participants, setting), evaluation embedded in the complicating
action, resolution, and coda (relevance), were used as part of the analysis. This was done to
outline the narrative structure and highlight the linguistic strategies used for identity

negotiation. This model is presented in Figure 3.4.

70



Figure 3.4. Narrative analysis model

3.8. TRUSTWORTHINESS

| aimed to conduct this study with a high level of methodological rigour to ensure the
trustworthiness of the research process and findings through the elements of credibility,
dependability, transferability and confirmability (Lincoln & Guba, 1985, 1989). The credibility
was achieved through being explicit about my positionality as a feminist poststructuralist
researcher and being conscious in my attempt to minimise the bias through reflexivity

(Johnson & Onwuegbuzie, 2004).

The use of theoretical and methodological triangulation also enhanced the trustworthiness.
The application of multiple theoretical lenses helped in my understanding and interpretation
of the findings. It also guided my selection of a research design, which combined a narrative
inquiry and a multiple case study approach. Additionally, the triangulation of analytical
strategies — thematic, positioning and narrative analysis - further increased the research
credibility through iterative data interrogation. | aimed to be rigorous, transparent and
systematic in the process of analysis, which included coding, categorising, positioning and

narrative parts.

The engagement of the participants in the verification of the transcripts has also increased
the trustworthiness of the findings at the stage of reporting. My long-term immersion in the
research context through my professional practice and relationship with the participants
through the community of practice has improved my understanding of the cases and further

strengthened the credibility. | followed the recommendations for the regular, natural and
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persistent observations and re-evaluation of the data through self-reflexive analysis,

recorded in the research journal (Stahl & King, 2020).

As a qualitative researcher, my aim was not to make the study replicable, but to allow for the
transferability (Lincoln & Guba, 2013) of its design and findings through the verisimilitude of
context within the IWLP and across language departments in the UK. However, there is a
possibility of transfer to the wider educational sector, for example, to secondary schools’
leadership research within the limits of case study design. The dependability of this study has
been enhanced by two factors: my supervisors’ scrutiny of all research stages and the peer
review of some parts of the study, which were published in peer-reviewed journals (Linaker,

20233, 2023b, 2024).

To strengthen the trustworthiness of my study, | have also exercised “reflexive auditing”
(Stahl & King, 2020, p.28) by being explicit in my involvement in the research process and
reflecting on how it changed my professional practice. By applying the criteria of credibility,
dependability, and transferability, | was able to make the rationale behind the theoretical and

methodological choices in the study transparent, thereby confirming its trustworthiness.

3.9. CONCLUSION

Chapter 3 provided a detailed description of the methodology, in which all elements are
organically interconnected and linked with the conceptual and theoretical framework,
foregrounded in the researcher’s positionality. The methodology includes the qualitative
paradigm rationale, consisting of constructionist ontology, interpretivist epistemology and
feminist poststructuralist axiology. The multiple case study research design, combined with
narrative inquiry and small story approach, is framed by the feminist poststructuralist
methodology. The detailed data analysis uses triangulation of thematic, positioning and
narrative models to ensure the deep and holistic engagement with the data. The chapter also
included the ethical considerations, insider research implications and the rationale for

trustworthiness.

The methodology is summarised in Figure 3.5.
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Figure 3.5. The summary of the methodological approach and research design

PARADIGM RATIONALE

Data Analysis
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CHAPTER 4. FINDINGS

4.1. Introduction and the structure of analysis

Following the introduction of main themes, the analysis was divided into 10 further sections
—one for each participant’s narrative or case study. Each section was analysed at three levels
of positioning: level one - in relation to the story actors, level two- in the here-and-now of
the interview and level three - in relation to the wider societal Discourses. The following

research questions are addressed in each section and summarised in the discussion.

1. How is female leadership identity constructed in the context of the Institution-Wide

Language Programmes of UK universities?

2. How is leadership experienced through interaction between professional discourses of
institutional change and curriculum review and personal discourses of gender, culture, and

ethnicity?

3. How do the participants’ identities shift from dilemmatic to agentive when resisting or

aligning with dominant societal discourses?

4.2. THEMATIC ANALYSIS

The analysis of emerging data has revealed the recurrent themes, categorised from sub-
themes that the narratives have in common. The most frequently occurring themes, which
can be traced across all the narratives, belong to the intersection between personal and
professional domains and are embedded in the data, as illustrated in Figure 4.1. |
acknowledge that the existing literature and my positionality as a feminist poststructuralist

researcher have imposed a level of subjectivity on the findings.

Figure 4.1. The most frequently occurring themes across the narratives
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I_ Identity regulation

I_ Identity loss

I_ Identity control

I_ hybrid identity

I_ in-group/out-group identity

I_ emerging leadership

I_ accidental leadership

I_ reluctant leadership

I_ authentic leadership

I_ post-heroic versus heroic leadership

I_ middle manager role ambiguity

|— identity manipulation

I_ career limitaion

I_ prestige and status

I_ unmanageable workload

I_ gender roles and gender ideology

I_ institutional hierarchy

I_ community of practice

I_ institutional versus personal values

I_ mentoring and professional development

I_ anxiety about the future

I_ life/work balance

I_ imposter syndrome
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The themes were further categorised into concepts often referred to as societal Discourses in
positioning analysis. They come into specific focus as the speakers take an agentive or non-
agentive stance against them. These concepts are presented in each section at level three
positioning analysis and further summarised diagrammatically in the Discussion chapter.
However, while acknowledging the commonalities of the overarching themes, the analysis
focusses on the differences in the ways these themes are reflected in each narrative, each

unique experience.

4. 3. POSITIONING ANALYSIS
The analysis is presented in the historical present to maintain the immediacy of the interview

and enhance the identity construction force of the narrative.

All participants begin constructing their identities by signposting their career paths and
inserting small stories as most telling memories, outlining the most significant stages in their
professional careers and personal lives. Some narratives follow the chronology of events;
others highlight the most telling moments at random. Most narratives are marked for their
dramatic performance achieved by the choice of linguistic, narrative and rhetorical

resources.

4.3.1. Mona

4.3.1.1. Positioning level one — against the story actors

Story 1. Theme: Identity construction against the discourse of immigration

e Subtheme: Identity loss

Mona begins with an abstract, stating that she did not choose her career in educational
leadership. The theme of non-agentive choice in her career reappears at critical moments in
her life story's trajectory. She personifies her career as an agent of choice: “So, this specific
story is how | ended up in this career (.), and it always makes me feel quite intrigued by how

a career can choose YOU rather than YOU choosing a career.”

Her identity construction through the narrative is punctuated by her references to the
external forces shaping her agency, particularly at the crucial landmark moments. In her
orientation, she talks about the relocation from the Middle East to the UK, the loss of her

managerial career, and the need to make a new start.
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| was working in the management field, (.) and it was TOTALLY different from
education. But when | arrived in the UK, | was at a loss (.) as to where to start because
(0.7) in the Middle East, the environment was very, very different. (.)There | was at a
loss, and there was no such opportunity to continue where | had left my career in the
Middle East.

” u

The use of intensifiers “totally”, “very”, and the repetition of emotionally charged “at a loss”
emphasises the contrast between the familiar and the unknown - her Middle Eastern
management experience and the unfamiliar educational field, leading to identity loss (Le

Gallais, 2009).

The complicating action is linked to the interference of an external agency, marked by the
metaphorical use of “career” as an impersonal higher force “calling” on her to teach, thus
regulating her career path without her agentive involvement: “So suddenly the career of

education has started to call on me. (.) People () asking for me to consider teaching at a

university”.

The use of the temporal modifier “suddenly” emphasises the accidental flow of events.

e Subtheme: Accidental career choice

The resolution positions Mona as non-agentive in her career move.

They looked at my CV (.) and background, and they thought that being a linguist with
a Bachelor’s and a Master’s in Linguistics, | could be the right person to replace
someone who (h) has disappeared suddenly at short notice.

The non-agentive stance is invoked by the repeated use of the third person plural, signalling
higher forces, while the emotive “disappeared” instead of “left” adds to the dramatic tension

of this landmark moment.

| was very reluctant, and they called me for a meeting to convince me that | was the
right person. So, that's why I'm saying my current career has chosen me rather than
the other way around.

”n u

Her agency is further downgraded by her own admission of being “reluctant”, “not the right
person” and “being chosen”, rather than choosing herself, thus reinforcing her culturally

aligned non-agentive stance against the story actors.

And that's the story | always cherish. (.) Because if you come across someone who
would decide on YOU. You become grateful (.) and you try to do your best to live up
to that expectation.
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She evaluates her positioning as someone who appreciates being valued and chosen, while

at the same time anxious to fulfil someone’s expectations.

The coda concludes her story as a happy accident, leading towards a fulfilling career, thus
emphasising the prominence of fate over the actor’s agency. Linguistically, the importance of
this fateful interference is reinforced by the use of epithets “huge, big”: “So that's how |

started, and | never looked back. That person was of huge, big importance to me.”

Story 2. Theme: Emerging leadership identity and organisational culture

e Subtheme: Professional development

At the next narrative turn, her agency starts to emerge. In the abstract, she begins to plan

her career by acknowledging the need to develop professionally to keep up with progress.

If you want to progress the way you want, you can either stand still or you must have
a plan. (.) What we called at the time was professional scaffolding with regard to
PGCE teaching diplomas, workshops, (.) feedback from colleagues and students,

Her agentive positioning is outlined by the actions she took to grow professionally, including
the CPD, the feedback from colleagues and students, which she aptly calls “professional

scaffolding”, metaphorically equating her career to the scaffolding ladder.

Her professional growth and educational achievements have boosted her confidence, and
she has started to actively seek out opportunities in more prestigious universities, as seen in

orientation.

So, what happened later - my plan was (even though | was working at ), | wanted
to be exposed to other institutions, (.) so | started to look around to work in other
places where they have a higher reputation to gain experience.

Her search delivers her a new, more challenging role in one of the top universities to match
her ambitious and aspiring agency. However, taking on a new job results in identity
regulation - balancing between the real and the performative self, metaphorically referred to
by “acting” vocabulary — persona, stage, adaptation: “You change your persona. If you act,

you are on a stage and the two personas are different, and you start to learn here.”
e Subtheme: Emerging leadership initiating organisational culture change

She admits her agentive limitation: “I was a teacher, but there was a coordinator for all the

languages”. Thus, her emerging leadership identity is restricted by not being an appointed
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leader. She was leading the team of Arabic teachers, but her role was not formally

recognised.

Her attempts at finding a better position in a more prestigious institution are metaphorically
described as “knocking on all doors”. Against the story actors (HR managers and department
heads), she performs an assertive, confident and even arrogant figure, as she does not allow
herself to be downhearted by the initial rejection: “It's OK, | don't take it personally. Who are

they to refuse me?”.

In the complicating action, she succeeds in her efforts to secure a role in a higher-ranking
university but positions herself critically towards the culture of the organisation she has

joined.

They were not a team, (.) it was slightly chaotic. Everyone was doing their own work,
very protective about their materials and resources. There was a lack of
understanding of the culture and people. A negative culture, | think this was due to
the lack of leadership at the time.

Her critical positioning points to the failures of the organisation through repeated use of
“lack of” - “the lack of leadership”, “lack of team spirit” and “the lack of understanding”.
While emerging as a culturally sensitive leader, she is being critical of the organisational
neglect of Arabic, as a less taught language, which is not commercially viable. She uses direct

speech for dramatic effect:

Management: Why should we invest in Arabic? T

Mona: You know, because there were two big boys at the time: French and Spanish.
The two STARS! So, the rest was, you know (.)

Management: And these people always create problems.

She positions the management as dismissive of the Arabic team as problematic, “these

people always create problems”, they are “not a worthy investment”.

Her motivation for changing the organisational culture from Eurocentric to more equitable

comes to the fore in her account:

That was for me a very important objective and something that was missing at the
time. The team wanted a leader, and they wanted a leader who could speak their
language. They wanted a leader who was aware of their culture.

Her agentive positioning as someone keen to fill the cultural gap in the organisation is

reinforced by the reiteration “they wanted a leader”.
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The resolution comes with the change in management and the arrival of a “very vibrant,
active, knowledgeable director with a vision”. This is when Mona’s role “started to crystallise
a bit”.

And there was a restructuring of the programme (.) and all languages appeared to be

treated the same. And a vision started to come into place, but they needed a lot of
work (.) and also the team was starting to change.

The external agent — a new director - helped build a different, more equitable culture at the

time.
e Subtheme: Authentic leadership identity control

In the evaluation, Mona positions herself as a competent manager who attempts to separate

her personal and professional selves while dealing with conflict situations.

However, she also projects a dilemmatic figure — while exercising her authority as a team

leader, she is anxious about not being accepted and respected by some team members.

| have had several specific challenges with some members of the team - one is very
reluctant to accept me as her manager. She is dissatisfied with my feedback, and this
situation has made her totally unhappy with my style of management. (.) So it started
to appear as if it were personal. You continue integrating them despite the apparent
attitude, which | find disrespectful. So, | put everything in writing, it's very important
to make them understand that, (.) you know, they are still a valuable member of the
team.

The reference to “attitude” and “disrespect” positions her as vulnerable and sensitive in
relation to her team members, which is alighed with her authentic leadership qualities, but

leads to identity control.

Her dilemmatic stance is also inferred in the coda — on the one hand, she acknowledges her
role in developing the team, on the other hand, she references external actors, such as

supportive leadership, people outside the organisation and team members for validation.

Well, | would like to take the credit, but | think any project is a puzzle, and it is
teamwork. So, no matter how much (.) you can be fantastic, and you can be great, but
if you don't have a supportive leadership, if you don't have a positive environment,
you will not succeed ...

4.3.1.2. Positioning level two — the here-and-now of interaction

Theme: In-group/out-group identity construction
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e Subtheme: Institutional versus cultural identity

In the here-and-now of the interaction with the interviewer, Mona’s positioning shifts from
being critical towards the policy of the organisation to justifying it as a wise commercial

decision.

When questioned further about how she felt regarding the Arabic language being sidelined
in favour of European languages, she is unwilling to frame this as a postcolonial practice
(Soliman & Khalil, 2024), but instead claims financial implications and profit margins as the
major factors, thus aligning herself with the managerial discourse: “OK, | always like to think

or to perceive these matters on a professional level (.) and numbers were quite important.”

At the same time, she recognises that the management has not done enough to foster the
Arabic team’s unique cultural identity by putting it together with “a bunch of other
languages”. Thus, she projects a dilemmatic in-group/out-group identity — on the one hand
aligning herself with the managerial discourse and performing her institutional identity and
on the other hand positioning herself as part of the Arabic team and embracing her Arabic

cultural identity.
e Subtheme: Leadership experience through organisational change

Her positioning shift towards the organisation from being critical to being supportive and
back is revealed in our discussion about the new contract — Academic Education Pathway

(AEP), which includes elements of teaching, leadership and research.

While she seemingly supports the change, she reveals her anxiety and uncertainty about

what this change means.

That's a big challenge and | think it's not only with me, (.) the AEP contract is still not
very clear, the parameters are not clear to all of us. It has opened doors for
ambiguities, and people start thinking about the research in their main role. We are
not researchers. We teach and research is only 100 hours per year. So that's another
challenge we have in the team. The repercussions and expectations are not clear.

”n u

By using collective and first-person plural pronouns “all of us”, “we are not researchers”, she
seeks solidarity with the interviewer, claiming in-group identity (Taifel & Turner, 1978). She
reiterates her concern over the implications of the AEP transfer for herself and the team. Not
having a research background, Mona is anxious about her and her team’s performance under

the new contract. While countering the discourse of uncertainty, she reports identity struggle
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”n u

signalled by the choice of vocabulary — repetition of “challenges”, “ambiguities”,

n u ”n «u

“repercussions”, “expectations”, “not very clear”.

e Subtheme: Performing in-group solidarity while aligning with the

managerial discourse

When | ask Mona’s opinion about the fact that only teachers on permanent contracts can be
transferred to AEP with the advantage of having leadership and research included in the
workload, Mona’s positioning is dilemmatic. On the one hand, she understands the
commercial reasoning behind not awarding the hourly paid teachers AEP contracts,
confirming her stance and alignment with the managerial neoliberal discourse of favouring

market forces over human factors — “we can’t become a charity”:

As regards our hourly-paid staff. Our university worked so hard towards reducing the
number of hourly paid people. There are so many factors that are taken into
consideration. We can't become a charity.

While acknowledging the power imbalance in the structure “there is an element of power”,

“certain elements of inequalities”, she re-confirms her beliefs in the organisational values.

But on the other hand, she objects to the inequity of the system and performs solidarity with
the marginalised community of teachers on zero-hour contracts: “So this is a form of
inequality, absolutely, and also, do we contribute to their pension, do we contribute to their

annual leave, and are they allowed sick leave?”

By acknowledging the power inequality within the organisation, she constructs the identity
of an ethically responsible leader (Northouse, 2015) with a strong moral compass (Rintoul &

Goulais, 2010) and concern for her team members.

Her stance against unfairness is rendered stronger in the story about an hourly paid
colleague from her team whose contract was not renewed due to her being a carer needing
to travel frequently to a war-torn country: “That was for a very humane reason, OK that at
least we should have supported her during this time. But she was on a zero-hour contract, so

it was just not fair”.

Her agentive stance towards inclusivity also comes through the intersection of culture and
ethnicity. By repeating “we have to listen”, she performs an empathetic, culturally sensitive

leader:
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In order to deal with the team, you must understand their way of thinking and their
cultural background. We can't find good teachers easily, we need them more than
they need us. Because we have to listen to them, we need to listen to them. And help
them progress as well, making them feel part of the institution.

At the same time, the counter positioning of “us” and “them” — “we need them more than
they need us” — puts her on the side of the organisation, thus claiming a dilemmatic in-
group-out-group identity. Nevertheless, Mona’s agentive positioning gradually becomes

stronger in the here and now of the interview world.

4.3.1.3. Positioning level three — against societal discourses and research
questions

1. RQ1. How is female leadership identity constructed in the context of the Institute-Wide

Language Programmes of UK Universities?

2. RQ2. How is leadership experienced through interaction between professional discourses
of institutional change and curriculum review and personal discourses of gender, culture, and

ethnicity?

3. RQ3. How do the participants’ identities shift from dilemmatic to agentive when resisting

or aligning with dominant societal discourses?

RQ1. Mona constructs her professional identity against the discourse of immigration and
identity loss, non-agentively being regulated by external actors. However, her leadership
identity begins to emerge when she takes on a coordinating role. While performing
leadership alongside the appointed leader, she claims to be an assertive and confident figure

against the discourse of leadership incompetence.

She performs authentic leadership identity against the discourse of neoliberalism and New
Managerialism (Hill & Kumar, 2009; Lynch, 2014; Lynch & lvancheva, 2015) while aligning
herself with decentring and decolonising discourse in less commonly taught language
teaching (Arday et al., 2021; Shain et al., 2023). However, in the course of interaction, her
positioning shifts several times between being critical and aligning herself with the discourse
of organisational change, new managerialism and neoliberalism (Ball, 2012; Deem, 1998) in

the context of contractual inequalities for the marginalised community of teachers.

Through her critical stance, she invokes the neoliberal discourse of commercialisation of
education and the discourse of Eurocentrism (Kasseem, 2024), which views Arabic as being

“not in the same league” as French and Spanish and not commercially viable.
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RQ2. Mona’s leadership experience, shaped by the discourse of institutional change and
uncertainty about the future, has resulted in identity struggle (Alvesson & Willmott, 2002)

and her managerial role unpredictability (McNaughton & Billot, 2016).

Her gendered leadership identity comes to the fore through the intersection of culture and
ethnicity, making her a culturally sensitive and ethically responsible leader (Northouse,

2016).

Her critical stance against the discourse of exclusion further shapes her leadership identity as
a caring and empathetic leader, who listens and voices her colleagues’ concerns and shares

their needs for representation, fair remuneration and opportunity for career progression.

RQ3. Throughout the narrative, she makes dilemmatic identity claims of being authoritative,
yet anxious about her leadership; of being agentive yet reliant on external actors in her
leadership development; of being part of the institution yet rejecting some of its values. By
making these claims, she gradually becomes more agentive against the discourses of
inequality, unfairness, exclusion and managerialism, proving the transformative force of

identity co-construction through narrative in interaction.

These stories, told through interactive remembering, illustrate the dilemmatic identity claims
of agency limitation while countering the managerial discourse, performing the ethical
leadership role and being covertly critical towards organisational values. Mona makes a
dilemmatic identity claim of belonging to the organisation, and at the same time being
critical of some organisational practices, countering the managerial discourse and performing

the ethical leadership role.

4.3.2. Nina

4.3.2.1. Positioning level one - against the story actors

Story 1. Theme: Leadership experience through the discourses of gender,

culture, anti-establishment and immigration

e Subtheme: alternative prestige and the discourse of anti-establishment

Like Mona, Nina traces her career chronologically, going back to her school years as the start
of her leadership development. The story begins with an abstract: “l was a good student, but

did not care for authorities. But the school still wanted me to do different roles.”
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She did not aspire to become a leader, but due to being a high-achieving student, she was
promoted to leadership. However, in the orientation, she acknowledges the duality of her
positioning as an appointed leader while at the same time acting against the establishment.
She was “pushing the boundaries of authorities” and “seeking prestige” in alternative circles:
“So, for me the prestige was to think differently and to be different from the others, so to

speak, to choose a different road from the others”.

Nina’s positioning as “different”, not wishing to belong to the organisation, is reinforced by

the metaphor “choosing a different road”.

| think as a teenager, you always want to act against the establishment. Any
participation in the organised events or activities was looked down upon and even
looked suspicious. So, this whole mainstream establishment appeared unattractive to
me. Far from being important, | felt | needed to go against it. So, subconsciously, this
feeling influenced my whole life.

Nina claims solidarity with the interviewer by using the second person “you” while making an

out-of-group identity claim against the discourse of anti-establishment.
e Subtheme: Reluctant leadership against gendered expectations

She perceives educational leadership through the gendered and cultural focus — in the
former Soviet Union, most school leaders were female and perceived by Nina as unattractive

role models due to their masculine and authoritative leadership style:

There were a lot of women of different ages, who were in different leadership
positions in education, some very important, high-ranking positions — Directors,
Deputy Directors. (.) For me, those roles looked very unattractive.

The orientation introduces the change in society, caused by a political change and economic
hardship in the nineties’ Russia, precipitating the change in values and educational prestige.
Even though Nina perceived education as an unattractive career option, she was forced to

take a lecturer’s position in a private university, due to a competitive rate of pay.

At that time, she started developing her identity as an educational leader, reluctant at first,
but observing others and learning from role models: “| felt dissatisfied, although | had
excellent examples, such as language teachers. They were my role models; however,

paradoxically, | always felt that things could be done differently.”
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She claimed difference, acting against societal leadership expectations: “There are people
who are charged with energy when they stand in front of the stadium and people catch every

single word they say. | cannot do it, don’t want to do it”.
e Subtheme: Imposter syndrome and the immigration discourse

The complicating action comes with her move abroad to continue her education and to build
an academic career. She describes her educational leadership experience through interaction

with immigration discourse.

Sometimes | felt scared and confused because you didn't know if you were following
the right direction. It was scary to be without any structure. (.) This imposter
syndrome is much stronger in women than in men. You come to a strange country, to
a new environment, and you are asked to perform tasks which you feel are out of
your zone of competence. This is depressing because you start pretending to be
someone else, as this is a sink-or-swim situation.

She projects a dilemmatic identity of being “scared” and “confused” in a “strange country
and environment”. On the one hand, she positions herself agentively by making a bold career
move; on the other hand, she is constrained by the lack of direction from the institution
where she works. She reports identity regulation by comparing metaphorically her freedom
with “unbelievable lightness of being” on the one hand, and her anxiety with having an

n u

“imposter syndrome”, experiencing “depressing”, “sink-or-swim” feelings.
Story 2. Theme: Leadership against the discourse of new managerialism

e Subtheme: Career limitations

The story of Nina’s career development in the UK starts with an orientation outlining her
frustration at the realisation that there is limited progression at a UK University language

centre.

At the Language Centre, there was no career progression. It was frustrating to think
that after 5, 20, 25 years, you were still going to do the same things — there were no
opportunities for promotion, salary increase or new responsibilities.

At the same time, she reports being restricted by her caring responsibilities and conflicted
about taking on extra duties - her professional identity is being constrained by the discourse

of motherhood.
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So, | started looking: are there any opportunities? Is it true that there are none? At
that time, | did not want to have additional responsibilities due to the children being
young. However, | knew that circumstances had changed, and 10 years later, the
situation would be different. It was important for me to know that there was some
development within the organisation. When you realise that there are none, (.) you
feel as if your wings have been cut, (.) you feel somewhat detached.

The metaphor she chooses to describe her sense of frustration and alienation underscores
the extent of her identity regulation: “My wings have been cut off”. The rhetorical question —
“Is it really true?” — reveals her emotional response to the external factors limiting her

career.

e Subtheme: Historical cultural educational discourse and agency

limitations

However, her agentive positioning enables her to initiate the search for opportunities within
the university structure. The complicating action comes with the discovery of the Academic
Education Pathway (AEP) contract application scheme, for which she applies: “I was reading
all these bulletins and newsletters from the university and just came across this new

'Il

opportunity

The discovery of a potential promotional opportunity was made through the involvement of
an external agent — a senior colleague who was successful in their application in the past.

IH

However, despite this “inspirational” intervention from the colleague, Nina’s agency is

restricted by the management, which kept this opportunity hidden from her.

Why was | so upset? This is a psychoanalytical question, which | can never answer. So,
when | saw this opportunity, | was really inspired. And my colleagues also confirmed
that it was possible and encouraged me to apply. | was really surprised that it was
never advertised in the department, and nobody knew about it.

While not overtly critical towards the management, she describes her reaction to the lack of
promotion of the scheme as neutral, “surprised”. This subdued, rather than critical, reaction
is a residue of Nina’s cultural background, reflected in the long-standing Soviet and post-
Soviet traditions of authoritarian control and hierarchical institutional decision-making within
the Russian Higher education system, suppressing individual initiatives (Elliott & Tudge,

2013).
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The story is resolved by Nina submitting the application, describing it as a complicated
bureaucratic process, which she had to navigate “blindly”, investing considerable time and

effort into it.

| was navigating this process blindly, nobody in the management encouraged me to
apply, everything was very opaque and not straightforward. Nobody actively
dissuaded me from applying, but | had a feeling as if | was on thin ice.

The sense of uncertainty, anxiety and lack of transparency are emphasised by the choice of
vocabulary — “opaque”, “not straightforward”, a metaphor of being “on thin ice”. The
repetition of “nobody” creates a sense of isolation and alienation, thus revealing identity

regulation by the organisation.

However, in the evaluation, her positioning shifts from being “surprised” to being overtly
against the organisation — she refers to it as a “mockery”: “It is a mockery — the document
bears no meaning or scholarship value — just a bureaucratic scribble”. Thus, her agentive and

critical stance has started to develop in the course of storytelling.

4.3.2.2. Positioning level two — the here-and-now of interaction

Theme: Leadership identity construction from dilemmatic to agentive

e Subtheme: Critical positioning towards the organisational discourse

Nina’s identity is co-constructed in interaction with the interviewer. At this second level, |
interrogate her positioning in more depth, offering personal insights and making encouraging
comments. | can observe the shift in her positioning from self-analytical to more assertive
and overtly critical towards the organisation. When asked about the application for the

contractual change, Nina reflects on the process:

| think it is insulting for a lot of people, more experienced than I, who have to scribble
away these applications. It is an incredible loss of human resources and time which
cannot be regained. (.) The time spent on this process could have been better spent
on CPD.

The use of colloquial “scribble” indicates her dismissive positioning towards the managerial
process of completing a 30-page, heavily regulated document. Her agentive development is
revealed linguistically — at the beginning of the narrative she uses more neutral and less
emotive vocabulary for managerial discourse — “surprised”, “discouraged”, “depressed”,

“frustrated”, towards the end she uses overtly critical and emotionally charged vocabulary to
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escribe the bureaucratic career limitations of the organisational management: “insulting”,
d be the b ti limitati f th ti I t Iting”,

“incredible loss of human resources”.

Her critical stance is further revealed through interactive positioning towards the interviewer.
Despite referring to her professional identity as fully embedded within the university, Nina is
critical towards its structure, which she describes as semi-feudal due to the hierarchy of

power, thus invoking the discourse of new managerialism.

There is such a concentration of incredible brains at the University. It is very
important for me to be able to collaborate with colleagues across the University, to
make bridges and develop something. Even though the system is semi-feudal and
hierarchical, you still want to feel part of the team and contribute towards the team’s
development.

On the one hand, she enjoys being in the varied, intellectually stimulating environment, on
the other hand, she is constrained by the managerial discourse and the glass ceiling effect:
“What if all your efforts to go beyond your role fall flat and your enthusiasm vanes off? You
feel like a cog in a machine which wears down through overuse and underpay”. Nina feels
overpowered by being undervalued and unrecognised. The impact of career limitation is

evident in her identity regulation, expressed metaphorically as “the cog in the machinery”,

which “wears down” through overuse.

e Subtheme: Developing academic identity against gendered discourse and

unmanageable workload

At the same time, she admits to being in a privileged position since she can afford to work
part-time, have time for her family and for her scholarly pursuits. However, she is aware of
this privilege and is sympathetic towards some of her colleagues who cannot afford part-time

employment, as they are the main breadwinners.

If | had been a single mum and the only breadwinner, | would have thought twice
before engaging in some additional unpaid university-related scholarship activities
rather than getting another part-time paid job. Many people do not have this choice,
while | have the luxury to spend weekends on my scholarship projects.

She positions herself as privileged, qualifying it as a “luxury” to write academic papers at
weekends. However, her stance is critical towards the organisation, which allows contractual

inequality, limited career opportunities and academic development for part-time employees.
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| can afford to write an article at the weekend. But my fellow part-timers will go and
get another income-generating job. They often have fractional work in different
institutions and feel exploited, as this is physically and mentally demanding. To
deliver a good class, you need time to develop. And women find themselves in a
more vulnerable position than men, as they have to multitask.

By contrasting her “luxury” with the “vulnerable” positioning of her colleagues, she reaffirms
her alignment with the anti-establishment discourse. By referencing the physical and mental
strain of part-time workers, she invokes the discourse of exploitation by the organisation,

which packs an unmanageable workload (Morley, 2013, 2014) into a fractional contract.

Nina makes gendered identity relevant as she invokes a postfeminist Discourse of difference
(Lewis, 2014) and autonomy (Gill, 2014) by highlighting women’s ability to multitask and her
privileged access to academic and financial capital. At the same time, she makes a stance
against the Discourse of gender inequality (De Welde & Stepnick, 2023), admitting that
women are professionally vulnerable due to limited opportunities for professional

development.

e Subtheme: Identity work through interaction between the egalitarian and

traditional gendered discourse

However, Nina’s egalitarian postfeminist positioning (Gill, 2014) becomes ambiguous through
the course of interaction. She admits that she feels obliged to play a traditional family role of
a caregiver and homemaker in addition to her professional role, as she earns less than her

husband.

You earn less, so, subsequently, you have to do all the other duties. | feel that this
feeling is in my head. This is just me. My husband is trying to be supportive. But this is
how | was brought up. | have to look after everyone and everything at home.

While she acknowledges that the feeling is “in her head”, the caregiving is part of her cultural
gendered identity. Despite her husband being very supportive, she feels compelled to take

care of the home and the children — “I was brought up like this”.

Thus, she performs a dilemmatic identity of being agentive as a multi-tasker — mother,
scholar and an educational leader on the one hand, aligning with the postfeminist discourse
of difference (Gill, 2014), while at the same time being constrained by the traditional
discourse of second shifting — performing the roles stereotypically assigned to women in

addition to her professional role.
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4.3.2.3. Positioning level three — against societal discourses and research
questions

RQ1.

Nina’s leadership identity is constructed against the discourse of neoliberalism (Banet-Weiser
et al., 2020) and the “glass ceiling” effect of the institutional hierarchy and control (Williams,

2014).

She makes a non-agentive claim by referencing the “imposter syndrome” being stronger in
women than in men, thus invoking the gendered discourse of difference and inferiority. She
constructs leadership against the Discourse of gender inequality (De Welde & Stepnick,

2023), obscured by the postfeminist and neoliberal discourse of choice (Jones & Floyd, 2024).

While countering limited developmental opportunities and unmanageable workloads
(Morley, 2013, 2014), she invokes the discourse of motherhood in academia. Her stance
against the discourse of educational hierarchy and new managerialism is made more
prominent through the prism of the historical development of Russian higher education and
the tension between the established traditions and the Western educational model (Mercer

& Pogosian, 2013; Oleksiyenko, 2022; Panova, 2008; Sigman, 2008).
RQ2.

She experiences leadership through the intersection of professional and personal by
confronting the discourse of immigration, the gendered discourse of “imposter syndrome”

(Leick & Kostner, 2024) and the discourse of motherhood.

Her leadership learning is experienced through positive and negative female role models and
stereotypes — a senior colleague at the UK University who encouraged her promotion and
negative role models of female academics constrained by traditional patriarchal gender

discourse in post-Soviet Russia (Kuzhabekova & Almukhambetova, 2017).
RQ3.

Her alignment is contradictory — on the one hand, she claims privileged positioning to be
able to enact multiple identities of being a mother, a wife, an academic, a teacher and an
educational leader; on the other hand, she is constrained by the traditional gender discourse
of role stereotyping. Thus, she shifts her alignment between the postfeminist discourse (Gill,

2014) and gender difference discourse (Litosseliti, 2014).
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Her stance against the Discourse of New managerialism (Lynch, 2015) shifts from being
dilemmatic to agentive in the course of interaction as conveyed linguistically by the use of
first neutral and gradually more emotive and critical lexis, thus confirming the transformative

effect of the narrative in identity construction.

4.3.3. Aadab

4.3.3.1. Positioning level one - against the story actors

Story 1. Theme: Leadership experienced through institutional change

e Subtheme: Leadership prestige status

Aadab begins her narrative with an abstract declaring her current career status as a senior
lecturer, followed by an orientation, which positions her as an ambitious and agentive
education leader who values educational research as part of her professional identity. When
she realised that leadership opportunities in an institution where she taught were limited,

she moved to a different institution, where she was quickly promoted.

There were two pathways - lecturers for teaching only, and education scholarships-
and | thought that was really good. | was at the University of , and they
did not have any path of development for teachers who are researching education,
only teaching. So, people were stuck there.

She qualifies her move as “really good”, as opposed to “being stuck” in her previous role. The
reference to the change in title from “tutor” to “lecturer” signals the importance of prestige

in her identity construction.
e Subtheme: Pandemic and critical positioning towards management

The complicating action is linked to the start of her leadership career as a coordinator, which
also coincided with the pandemic. The challenging circumstances of external forces and the

internal politics related to online education have caused her considerable stress.

Suddenly, you were supposed to teach in a totally different way, and we were not
prepared. We have never done online teaching before, and the management was a
bit chaotic. As language teachers, we had to be ahead of the faculty, (.) because they
took a long time, like more than two months.

She qualifies the management reaction to the pandemic as “chaotic”, at a slow pace - “they
took a long time”. Her leadership identity is constructed in the “us versus them” context.

While acting on behalf of the management, she nevertheless identifies herself with the
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community of “language teachers” and takes the lead in developing online teaching

pedagogy without managerial support.

Resolution signals Aadab’s positioning as critical towards the management, signalled by an

impersonal “they”.

They realised that teaching online is different from teaching in class, and they started
pouring money into more workshops and trying to train teachers. That was a bit late
for us, so we had to move ahead, trying to find our own way of doing this.

She uses the emotive phrase “pouring money” to describe the management’s late decision
to start investing in training. At the same time, she projects an in-group identity of proactive

teachers who had to look for an alternative solution.
e Subtheme: Leading without authority

In evaluation, Aadab dwells on the complexity of her role as a leader without authority,
constrained by her role limitations in terms of decision making, while at the same time
confronted by numerous responsibilities. The coda reveals her problematic leadership

experience and identity regulation:

Manager roles? What is it? (.) The role is not that clear, and the job description is not
clear. You don't exactly know what you need to do. You just improvise. And what are
your responsibilities? And obviously, one other thing, don't you have any authority?
You don't have any authority, so if you are working on a project or trying to work with
the team or something, you can't enforce anything. (.) It's just like out of good faith.
And if people like you, they will work with you, and you can accomplish a certain
project. If people have issues with you, they won't cooperate, and that's it. You can't
do anything about it. You can report to your senior, for example. But other than that,
your role was not clear at all, and you don't have any power. And that was very
difficult, (.) that was very difficult.

Her leadership development is being constrained by external factors, and she questions her
role in this emotional narrative, dramatised by rhetorical questions — “What is that role?
What are your responsibilities? Don’t you have any authority?” Her emotional response to
her professional identity regulation is revealed linguistically through anaphoric repetition of
negative structures “you don’t”, “you can’t”, “they won’t”, “they don’t”. The repeated
qualifying phrase “that was difficult” reinforces her dilemmatic struggle of trying to be

responsible for the team and their work, and at the same time not having a clearly defined

status to assert her authority.
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Although she positions herself as powerless, she shows her feminine leadership style of
building good relationships with the team through “good faith”. Thus, she is learning how to

lead by being empathetic and collaborative, emerging as a post-heroic leader.

Story 2. Theme: Leadership identity construction through interaction between

personal and professional

e Subthemes: Middle manager’s positioning in a time of change

Aadab’s other story of leadership development opens with an abstract — she had to deal with
conflict situations during the pandemic. The complicating action is linked to the colleague
who could not cope with the pressure of teaching online during the pandemic. Since the
colleague was on sick leave, she had to give extra work to other teachers to cover the

teaching hours.

One of the colleagues went on leave because of Covid, and she felt that she was
under a lot of stress because she could not cope with what we were doing. As a team
leader, | was trying to adopt a totally new way of teaching - online, synchronous,
asynchronous, and she felt that this was too much for her.

Aadab’s positioning as a middle manager is problematic: while performing her managerial
role as instructed by the senior leadership, she is restricted by the managerial discourse in
her attempts to empathise with the staff as a post-heroic, collaborative leader. This leads to
her leadership identity stress due to the perceived sense of resentment towards her from her

team and being caught in the middle:

In such difficult conditions, this led to resentment among other staff in the team, and
other teachers because they were saying, “I'm stressed too, why should | work
extra?” As a middle manager, you are in this awkward position between your
colleagues, who you have responsibility for: you have to take care of them and
manage them too. You are in the middle; you are being told off by your colleagues
and by the management.

She evaluates her leadership experience in highly emotive terms:

| felt under a lot of stress after two years with no vacation, nonstop work for two
years, and | felt burnt out. Definitely burnt out. | lost lots of my passion for work. You
do because it was lots of pressure. No appreciation. (.) You can't totally blame the
management because we were all under the same pressure of Covid. But even after
Covid, they just jumped over things and business as usual.
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Her frustration is emphasised by the reiteration of key words — “difficult, stress, burnt out,
nonstop work, pressure, loss of passion, lack of appreciation”. The “business as usual”

continued after the pandemic with no release of pressure.
e Subtheme: Empowerment through community of practice support

However, despite the stressful and pressurised environment, Aadab is not overcome by
external forces and the lack of managerial support. She agentively looks for solutions —
allying with like-minded co-workers to support each other. This is a testament to her
collaborative leadership skills. The story is resolved with Aadab seeking support from family

and friends, making colleagues part of her family and friends’ bubble.

The rest of the team, apart from that person who went on leave, were very helpful.
We formed a bubble, like a social and work bubble (.) to be able to work. (.) We
needed to meet for work. So that was kind of supportive, yes.

In the evaluation, she is overly critical towards the university leadership, referring to it as an

anonymous body in the third person plural, thus highlighting the “us versus them” paradigm.

| had to look for support from my family and friends. | couldn't get support from the
university. They kept offering mental health support, but that was lip service. No
more, no more. And my issues were basically work-related.

The leadership’s offer of help was no more than “lip service” and not “work-related”. Her

n u
7

frustration is further expressed through the repetition of negative “I could not”, “no more”.

This story of Aadab’s leadership learning is an example of dilemmatic identity work at the
intersection of personal and professional, displaying agentive power while confronted by the

Discourse of the pandemic and lack of managerial support.

4.3.3.2. Positioning level two — the here-and-now of interaction

Theme: Leadership construction against the discourse of new managerialism

Throughout the interaction, Aadab expresses solidarity with the interviewer, sharing the
relevant experiences. To echo my story about the challenge of persuading colleagues to
return to campus after the pandemic, Aadab contributes her story of how she led by

inspiring her team to use the skills they learnt during the pandemic to improve teaching

practices.

We worked very hard to get there. Being proficient and teaching online. (.) And now
suddenly you want to take all this away, all our efforts! The students’ efforts as well,
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because they too worked hard. They learned different skills. Now you want to take
everything away just to get students on campus so they can pay money for
accommodation. This is how | saw it.

While being compassionate to the students, she reinforces her critical stance against the
university leadership by reiterating the phrase “You want to take this away”. She also
positions herself critically against the commercialisation of education (Collini, 2017) in her
reference to students’ accommodation generating revenue for the university. Thus, she
projects an agentive and critical identity against the managerial discourse. When questioned

about her strategy of voicing her concerns, Aadab is agentive:

| made myself loud enough, talking to the line manager. Saying, look, we did this and
this. We worked very hard for this. Why can't we at least make it hybrid, or at least for
half of the courses? | think the decisions are very central at a higher management
level. They definitely didn't gather us and ask us: What do you think we should do?
They didn't. They made the decision.

She is powerless in her attempts to get heard, even though she made herself “loud enough”.
Thus, she projects the dilemmatic identity of being agentive yet powerless when confronted

by the Managerial discourse, hierarchical governance and non-collegiate decision making.

She delves further into the superficial aspect of consultations and meetings with the staff,
which to her is no more than a “box ticking” exercise: “They try to listen and hear what we

say, there are lots of meetings. But to me, this is only box ticking”.
e Subtheme: Middle manager’s hybrid identity

When questioned further about her professional identity, Aadab qualifies her positioning as
a “trapped” academic performing a hybrid identity as a teacher, manager and scholar for the

same remuneration:

| think this is a kind of trap for academics, right? Because of more responsibilities,
you, as an academic, are doing an admin management job while you are still
teaching. And this is for one salary. Right? So, then you throw at me extra managerial
duties on top of my work. Why? Why? Why should | do this? Either you take half of
my teaching, for example, give me another role as a manager, or this should be
reflected in my salary.

She experiences stress due to the number of conflicting tasks she performs, without the
appropriate recognition. The repetition of “why” and colloquial “throw work at me” signals

her emotional response to the pressure of her role.
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Her identity regulation also stems from the conflict between her research interests and the
lack of workload provision or contractual requirements to pursue research and attend
conferences. This situation contradicts the educational leadership principles of the synthesis
between leadership, teaching and research. Since her area of expertise is translation, and it is
not part of the Research Excellence Framework (REF), she is not given any additional

workload allocation for this.

Give me a chance to attend conferences, pursue research. However, this is not part of
my profile. When | applied for a promotion, | included the conferences | attended, the
papers | wrote. They came back to me saying, “Maybe you should not focus on this.
You need to focus on your teaching journey”. Because my research is not part of REF.
I'm a translator. | published a book, translated, but this is never part of REF. | do it at
my own time, of course. But you're not allocated time to do this. You do it on your
own terms.

Her academic aspirations and her status limitations imposed by the institution are evidenced
by the feedback she received following the promotional application. Her positioning as a
lonely academic, whose scholarship status is unrecognised by the institution, is framed by
the repetition of “own”, “my own time”, “your own terms”. Thus, her academic identity does
not fit the title which was assigned to her. By invoking the discourse of organisational

bureaucracy, she highlights her middle manager’s hybrid role insecurity (Whitchurch, 2008).
e Subtheme: Identity loss at the intersection of personal and professional

When questioned further about her passion and enthusiasm for translation, Aadab reports
identity regulation and intellectual dissatisfaction, which leads to the loss of her identity as

an academic.

At the end of the day, this affects your intellectuality. This is my only way to keep
myself stimulated intellectually. This is something | like to do, and | do it
professionally. | can't just be a language teacher teaching 12 hours a week and that's
it. This would affect me as a person.

The qualifier “just” and the quantifier “12 hours a week” refer to her attributing lower status

to teaching than to research. The blurring of boundaries between personal and professional

is reflected in the statement “This would affect me as a person”.

Through interaction with the interviewer, she constructs a leadership identity which is
fragmented and dilemmatic — while aspiring to be a post-heroic, empathetic and

compassionate leader, she is constrained by the managerial and teaching workload and the
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lack of developmental opportunities as a scholar. Thus, she performs a hybrid identity of a
“managed academic” (Winter, 2009) against the managerial discourse, highlighting her role

incongruity (Eagly & Karau, 2002).
e Subtheme: Governmentality and “us versus them” positioning

When questioned about the workload allocations, Aadab explains how the workload is
miscalculated for the benefit of the employers, by using the workload calculation SWARM
(Simple Workload Allocation and Resource Management), which is conceived as a tool for
providing workload distribution transparency. However, Aadab perceives it as a framework

for exploiting the university teachers and middle managers:

Whatever duties they give you, it's always calculated as less work, right? For two
hours of teaching, for example, (.) you prepare for another two hours, you mark
exams for another two hours, you discuss things with students in your office hours for
another two hours. So, it's not just two hours of teaching. You are always behind,
right? And they always tell you, you need to add more duties because you have not
reached your workload limit.

The passage is punctuated by the reiteration of “two hours” to make an emotional appeal to
the interviewer against the accumulation of working hours. She seeks to confirm my
solidarity with her stance by using tag questions “right?” and “you?”. By using impersonal
generic “they” in reference to university management, and the repeated use of “us” and
“you” versus “them” pronouns, she signals her group identification with “us” — the teachers,

which also includes the researcher — “you”, as opposed to “them”, the management.

However, she is not overcome by the discourse of governmentality (Foucault, 2018; Gray et
al., 2018; Morrissey, 2013). While interrogating the workload scenario further, Aadab and |
co-construct her identity as someone who is empowered by her positioning as a Union

representative, who can take a stance against authorities on behalf of her colleagues:

| can be very specific here because I'm a Union member. At one point, they asked us
to calculate the hours that we work. And in this role, | was working 65 hours a week.
Yet, my actual contract says 37 hours a week. So | was working double. Obviously,
because you cannot combine all this in your role unless you work extra. | was on
strike at the time. That was part of negotiating, teaching hours for staff.

e Subtheme: Leadership experience through the intersection of gender,

language and ethnicity
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In conversation with the interviewer, Aadab outlines her positioning regarding gender parity
at work and her sensitivity towards discriminatory practices, which can be obscured. She
takes an intersectional feminist stance, invoking the discourses of race, ethnicity and

language as part of gender identity:

People in academia try to be very, very careful, right? So, they don't show you any
discrimination. But at the end of the day, you feel it. You feel it as a woman, but, more
importantly, as a non-White, non-British, non-native speaker.

Although proficient in English, she acknowledges her linguistic disadvantage against native
speakers and the effort and time it takes for her to compensate for it as part of her
managerial role. This sheds further light on the relationship between workload allocation and

the English language proficiency of the members of staff, which creates inequality.

| am a good speaker of English. English is my second language, but in academia, it
would take me double the time to write a certain email with good information. Words
do not mean the same to you as they do to other native speakers, and therefore, you
need to read your e-mail again and again and make sure that there's nothing
offensive or nothing out of proportion. It takes me double the time. Same for writing
a research paper. It takes you double the time, even if you are a very good, excellent
speaker of English, you are always second to the native speaker.

The repetition of “double the time” juxtaposed with her self-identification as a “good”,
“excellent speaker of English” emphasises her identity struggle. Her perceived role deficiency
as “always second to the native speaker” projects a dilemmatic identity, overpowered by her

lack of linguistic competence and the demands of the role.

She elaborates further on the effort and time it takes for her to achieve her role expectation,
including promotion application: “Just filling the form, trying to put it in good English and

trying to make it right to the point, and it took me like 3 weeks”.
e Subtheme: Tokenism, intersectionality and inequality

She discusses with me the problematic issue of her role incongruity against the university’s
strategic aim to increase the number of ethnically diverse managers to fulfil the equality

charter:

Sometimes you feel that the university is pushing you to be promoted, or pushing you
to do things or trying to put your picture on the website because they want to tick
that box. Right? We have a woman. A non-white. Look, we have this at the institute,
and this is very nice. But again, sometimes it's humiliating.
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The repeated reference to “box-ticking” reinforces her stance against the organisation, which
promotes racial, ethnic and gendered tokenism obscured by neoliberalism and new
managerialism (Coleman et al, 2023). Her frustration at being identified as a token woman,
non-white and non-British to fulfil the university quota is signalled by the use of
“humiliating”. The effort it takes for her to match the role expectations is further emphasised
by the emphatic “killing”: “l don't want to be there because I'm non-white or because I'm a

woman. I'm killing myself here at work. | want to be there because of my work”.
e Subtheme: Organisational inclusivity versus individual loyalty

Despite the tokenism, she feels that academia is still run by the club to which she does not
belong. The practice of not being invited to certain events or offered certain opportunities is
more subtle rather than overt, thus hard to label as discriminatory: “When good
opportunities come, it's always that club, right? Specific people who are chosen or who are

invited to attend this or that thing, right? And you are not part of that club”.

Her in-group versus out-group positioning is strengthened by her experience of “not being
part of the club” or not being perceived as sufficiently loyal to the organisation. She remarks
on the institutional language change in recent years, shifting the responsibility of inclusivity
from the institution to the individual, who needs to be loyal to the institution: “When you say

loyalty, it's your job. Why are you not loyal?”
e Subtheme: Decolonising academic traditions

Her desire to be recognised as a researcher is further reinforced by the argument about the
need for research to be conducted in Arabic to restore the balance of power within
decolonising curriculum discourse. She aptly observes the contradiction between the popular
university agenda of decolonising and the lack of understanding and recognition of the
research output required to achieve this objective (Tamimi et al., 2024; Trahar et al., 2019):
“People who are writing in Arabic are writing about themselves, but these sources are not

included in Western research because the research is mainly in English”.

4.3.3.3. Positioning level three — against societal discourses and research
questions

RQ1.
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Aadab’s leadership identity is constructed against the discourse of new managerialism (Hill &
Kumar, 2009), gender and cultural tokenism, marginalisation (Coleman et al., 2023; Arday,
2018) and the intellectual power hegemony, which creates inequality against non-native
speakers of English (Brutt-Griffler, 2008; O’Regan, 2021). She is confronted by the discourse
of academic elitism (Hughes, 2021; Evans, 2015) (not being invited to the club due to being a
non-native speaker and not being able to use research as part of her promotion application),

which leads to her academic identity loss (Le Gallais, 2009; Hanson, 2009).

Aadab constructs her leadership identity according to ethical principles (Northouse, 2015),
while being authentic (Shamir & Eilam, 2005) and having an impact on the organisational

values (Rintoul & Goulais, 2010).
RQ2.

Her leadership is experienced through the intersection of ethnic, cultural and professional
aspects (Showunmi, 2020) against the discourse of ethnic discrimination. Her leadership
learning is achieved through self-knowledge (Shamir & Eilam, 2005), rather than formal CPD,
and she performs a post-heroic leadership identity of influencing others to achieve pedagogic

excellence (Andrews, 2016; Northouse, 2020; Harris & Jones, 2019).
RQ3.

Her agency as an academic leader and a scholar, downgraded by the institutional discourse,
causes tension between her imagined and prescribed identities (Billot, 2010). However, she is
resistant to the new managerial discourse (Lynch, 2015) and develops strategies to counter
the management decisions, leading her team to better working practices. At the same time,
her positioning against the managerial discourse reflects her identity manipulation (Preston
& Price, 2012), identity struggle (Alvesson & Willmott, 2002) and emotional labour (Iszatt-
White, 2009) as a middle manager. This is conveyed by the references to excessive workload

and expressed metaphorically as “killing” herself at work.

Her critical agentive positioning to the covert institutional discrimination based on race,
ethnicity, gender and language against the non-white, non-male and non-English native
speakers’ colleagues invokes the discourse of inequality through “us versus them” context

(Davies et al., 2014).
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4.3.4. Mila

4.2.4.1. Positioning level one - against the story actors

Story 1. Theme: Accidental leadership identity construction against the

discourse of the pandemic

e Subtheme: Teaching autonomy as agency

Mila begins with an abstract declaring her accidental leadership identity (Floyd, 2016) and
the way she started her career as an inexperienced leader, lacking in confidence and
attempting to do both her work and the work of others, thus displaying heroic leadership
qualities (Eddy & VanDerLinden, 2006). She sums up her understanding of leadership with
the phrase “Tomorrow the papers should be on my desk” as a command-and-obey
relationship: “My leadership development started from the point that | did all the work
myself on behalf of everyone because | was not able to say — ok, tomorrow the papers should

be on my desk”.

In orientation, she indicates the opportunity for leadership learning instigated by an outside
agent who challenges her leadership style. However, this learning experience is downgraded

by her claim of not being a natural leader:

There was one person who once knocked on my door and said — Mila, please, do not
help me with my work, let me do the work myself since | draw a salary for this. (.) |
am not a natural-born leader, but | am a good teacher, and this is what | enjoy most.

This perceived lack of leadership agency is juxtaposed with her confidence as a teacher. She
positions herself as an autonomous worker who values her teaching agency above all and is

concerned about it being restricted by rules and regulations:

| was happy in the past because every teacher is an individual, and everybody has
things they can do better than others. Now there are some processes, which mean
that we have to make everything uniform and standard. For the past five years, | did
what | wanted — textbooks which | wanted, plans, a programme which | wanted (.) |
have the results that | aimed to achieve, and that is it, period.

The value she places on her teaching agency is signalled by the repetition “what/which |

wanted”.

e Subtheme: Reluctant leader against the discourse of organisational
hierarchy
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The complicating action comes with the pandemic and Mila’s sudden promotion by her line
manager to be a coordinator since she was the most able and technologically skilled

colleague.

She did not know who | was, but when Covid started, she called me in hysterics: What
do | do? We are starting the year, and nothing is ready. So, | did everything for her,
and she started promoting me everywhere.

She positions her line manager as distant and “hysterical”, downplaying their competence -

“What do | do?” and overplaying her own “I did everything for her”.

Although she is critically positioned towards the hierarchy of the managerial structure and

the bureaucracy, she accepts the role of a “reluctant coordinator”:

There are so many bosses now, previously, | had one. Now they have created another
ring of bosses. So, they have built some kind of a pyramid. | did not succumb to it. |
do not like this admin work, | almost did not agree to the role of a coordinator.

In relation to her colleagues, Mila guards her personal space and does not wish to mix
personal and professional spheres. She claims to maintain “normal working relationships”

and draws the line when her colleagues try to cross it.

At first, it was a nightmare. There were endless nightly meetings. Besides work issues,
| had to listen to their complaints. Once | got to know them a bit better, | started
saying — let’s not waste time. Find yourself a neighbour and complain to her. It was a
nightmare, | used to sit with them all day. | was given financial incentives at the
beginning, but then they stopped this.

The reference to the “neighbour” in the female gender is a cultural nod to the stereotypical
Russian female pensioner, who sits outside the block of flats and gossips about the
neighbours. She continuously downgrades the agency of her colleagues and portrays them in

unflattering ways, which is a telling sign of her problematic leadership experience:

These grannies | work with always need fresh blood. Because | am group 4, my blood
can be used by anyone, while | don’t get anything in return, only a headache. They
can rely on me, while | can only rely on myself.

She refers to the colleagues she coordinates as “grannies” and uses the metaphor “fresh
blood” and her “group 4 blood” as irreplaceable, which further emphasises the high value
she attributes to her teaching agency. She admits that she cannot rely on her colleagues, but

they can rely on her, as her “blood group” means that it can be supplied to anyone.

103



Apart from the loss of autonomy, she reveals the increased admin duties as part of her
leadership role, which causes her stress. Her resentful and dismissive positioning towards the
teachers she coordinates is further reinforced by her characterisation as “untrainable” and

“burdensome”.

One of them cannot even write an email to her students. She calls me all the time
and asks for my advice. It takes a lot of my time. They have not been trained at all in
the use of technology, at all! Some of them are already untrainable, instead, they are
burdensome!

The reference to “burdensome” signals her struggle with the lack of leadership skills,

motivation and training: “They have simply assigned this to me, that is it”.

e Subtheme: Uncertainty about teachers’ creativity in the face of

technological change

The resolution leaves her uncertain about the future. Having worked hard to design her
courses and help others, she is facing a new challenge — the college’s directive to engage

artificial intelligence (Al) in teaching practices.

| don’t want any Al, | don’t want anything, | do not know what is going to happen
next. | took enormous pleasure from this freedom. | could not even believe at the
beginning that | could do what | wanted, that | may create something.

The autonomy she had before regulations came into place is contrasted with her resistance
to accepting change. Linguistically, it is indexed by the use of emotive “enormous pleasure”
against reiteration of the negative “l don’t want any”, “I don’t know”: “All was excellent, a

creative fairy-tale but.... | have a bad premonition that this swamp is going to be shaken up”.

She evaluates her leadership experience by contrasting metaphors — “a fairy tale” for her
creative agency and a “swamp” for the institution’s inertia. The organisational change, which
involves new technological challenges, leaves her anxious about her future, indexed by “bad

premonition”, leading to identity regulation (Alvesson et al., 2008).

4.3.4.2. Positioning level two — the here-and-now of interaction

Theme: Problematic leadership positioning of an assigned leader

In the course of interaction, Mila claims that she has not been affected by the change in her

contract, but the fact that she returns to the subject on several occasions signals something
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that needs to be unpacked. To clarify Mila’s positioning with regard to contractual change, |

have to dig deeper into the context of this change.

When asked about promotion opportunities, Mila reiterates her seeming lack of leadership
ambitions but stresses her interest in designing teaching resources, which is not rewarded by

promotion.

| have been offered a promotion, but | am not interested in more admin. | would like
to write a book. They do not reject it, as always, they say it is a good idea, but they do
not do anything. | know | can do it, why not support the creation of this course book?

By equating leadership with admin, she downgrades her agency as an education leader,
placing higher value on the creative side of her job — teaching and developing resources.
Thus, Mila positions herself as a reluctant middle manager who has been appointed to
perform a leadership role but has not been trained or otherwise supported by the university

management and whose voice is not being heard.

4.3.4.3. Positioning level three — against societal discourses and research
questions

RQ1.

Mila constructs the identity of a reluctant manager (Scase & Goffee, 2017) performing a
hybrid role (Whitchurch, 2008) against the discourse of new managerialism, following rather

than influencing the university strategy.

Her identity is constrained by the discourse of organisational change, which includes layers of
management control, technological innovations, and new role expectations (Billot, 2010;
Briggs, 2007; Deem & Lucas, 2007; Smith, 2010; Sutton, 2015) leading to her agency
limitation, role ambiguity (Schulz, 2013), disempowerment, identity conflict, and regulation

(McNaughton et al., 2014; Hanson, 2009).
RQ2.

Her leadership experience is problematic. As a reluctant middle manager, she values her
teaching autonomy above leadership and is anxious and insecure due to a lack of leadership
skills. She struggles with the idea of distributed leadership (Fletcher, 2014) and has a very
low opinion of the colleagues whom she manages. Her critical positioning against the
university management signals her non-alignment with the organisational culture and “us

versus them” discourse.
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RQ3.

Through interaction and negotiation of meaning, Mila and | co-construct her identity as
dilemmatic, wishing to be an autonomous agent yet constrained by the discourse of heroic
leadership (Clifton, 2017). As an assigned and not an authentic leader (Shamir & Eilam,
2005), she experiences identity stress due lack of managerial support, a high volume of work

and emotional labour (Hochschild, 2012) linked to her role.

4.3.5. Faizah

4.3.5.1. Positioning level one — against the story actors

Story 1. Theme: Leadership identity against the discourse of employment,

immigration and gender

Faiza’s story begins with an abstract — she wishes to be honest and transparent with her

account: “What you see is what you get”.

The orientation sets the scene for her professional journey. She started teaching straight
after graduating. When she got married and her husband was transferred to another town,
she had to give up her position to follow him. The only jobs available for her there were
teaching Arabic, for which she needed another qualification: “I contacted the institution, and
| did the teacher training course just like a week after | got married. And | loved it. |

graduated with an A star, so they employed me”.

Although the outside agents — her husband and institution — act as antagonists in her
narrative, she positions herself as agentive and confident in building her career. The use of
short, telegraphic-style sentences to present the sequential order of events and the temporal
guantifier “just a week” adds urgency and efficiency to the action. At the same time, the
qualifier “A star”, the repetition of the first-person pronoun and the emphatic “I loved it”
emphasise the value of her success. Thus, she demonstrates her agentive power against the

other story actors.
e Subtheme: Building a career in the face of adversity

She further constructs her leadership identity against the discourse of employment. In
solidarity with a colleague who was unfairly dismissed, Faizah and a group of teachers

resigned from their jobs. This was followed by her initiative to open a new school, where her
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career developed “from teacher to senior teacher and the head of department towards the

end”.

She narrates this story of leadership development in the face of adversity in a fluent, self-
assured way. However, with the school being forced to close due to the lack of funding,
Faiza’s initial success is overshadowed by the external factor: “So slowly, slowly they closed
the department, which was very sad. So, | was the last one to leave, pack the whole

department and leave”.

However, she is resourceful and seeks help from another financial body to open a new
institution: “And the new school was established. So, | was the director and one of the
founders”. Thus, Faiza constructs her leadership identity in the face of adversity and

hardships, showing determination and drive.

e Subtheme: Acting agentively against the discourse of political uncertainty

and immigration

The complicating action comes with the political and economic turmoil in her native country.
However, while confronted by the discourse of uncertainty, she shows resilience to pursue
her career in education. She moved to the UK to train teachers to teach Arabic as a foreign

language while looking for a more stable position.

I've been approached again by the university, (.) to deliver the course and train the
teachers. My husband didn't want to come to and he said Look, you and
the kids can go, because no one knew what was happening in You know,
we were all jumping out of the boat.

The turbulence of this period is conveyed metaphorically as “jumping out of the boat” as a
sink-or-swim situation, invoking the discourse of immigration. While the husband is
positioned as a decision maker, he is partially deprived of agency due to the interference of

external forces.

The resolution comes as a “crucible experience” (Bennis & Thomas, 2002) when, after weeks
of waiting for the job offer and having decided to go back to her home country, she finally

receives the news.

While | was just checking in my luggage and giving my passport, | received a phone
call. You are accepted for the job. So, | took my bags back and I left the queue, and |
said OK, so what happens next? They said OK, we need a bank account in sterling that

you've got £600 at least and an English certificate exam.
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The scene at the airport creates dramatic tension, while temporality is conveyed by short
sentence sequencing. The instability of her positioning as an immigrant is referenced by the

restrictive conditions of the job offer, which she found hard to meet.

e Subtheme: Agentive leadership development against the postfeminist

discourse of choice and status prestige

However, building on her success in finding the temporary role, she then successfully applies
for a permanent post at a UK university: “And here | am. That's my life story in a nutshell. My
husband is still (.) Yeah. My husband is still travelling”. Her husband’s agency is downgraded
from being a decision maker to becoming a distant figure — “he is still travelling”, while she

aligns with the postfeminist discourse of choice (Gill, 2014).

Her narrative concludes with an evaluation which positions her as a self-reliant, autonomous
and independent agent. Faiza is a confident educational leader, proud of her achievements

and her new title:

So, | have a new title and a new position, and I'm responsible for the whole
department. | look after the whole Arabic programme. (.) | am responsible for the
whole year abroad. I'm the main organiser of the whole year abroad, so my colleague
reports to me.

n u

The repetition of the words “whole”, “main” in reference to the remits of her role, the
mention of a colleague who reports to her signal Faiza’s positioning as a powerful agent, who

is concerned with her status and her title.
e Subtheme: Post-heroic gendered leadership construction

She reiterates her positioning as a collaborative, caring, post-heroic leader (Northouse,

2020):

You care about the job, you care about the people, but you also care about your
image, you take your job seriously, and you care about the students and the
performance of the students and the mental health of the students and the
responsibility towards your colleagues and your self-respect. You know, how can |
sleep at night?
The repetition of the words “care”, “students”, “people”, and “colleagues” in reference to her
multi-faceted role invokes the discourse of gendered leadership and its’ feminine

characteristics (Billing & Alvesson, 2000).
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Story 2. Theme: Leadership learning through challenging experience

e Subtheme: Dilemma of loyalty and mistrust
The next story begins with an orientation:

We had a very challenging year. At the very last minute, we had to find teachers to
cover. It is not easy. Lack of staff and the university management: they are tight with
the budget. There are only three of us teaching Arabic. Two of us are on a full-time
contract, and one is on 80%.

The complicating action comes with a colleague going on long-term sick leave. Since no
additional funding was allocated to replace the colleague, the teaching workload needed to
be covered by the existing workforce, putting pressure on Faiza. Additionally, she reports the
increased responsibilities linked to her recent promotion and the element of mistrust and
suspicion of the real reason why her colleague is absent. However, she is conflicted by this

feeling as she realises that she is being disloyal to her staff.

| had a strong suspicion that there was more than an illness. But | cannot say, and |
should not say this. But | felt let down. There are teaching hours and there is a job
that needs to be done, and there is admin work that needs to be done, so you just do
it, get on and do it, and you are responsible. So, you have to get this boat sailing and
sailing in the right direction. But | love my job, you know? (.) | love my job very much.

The repetition of “need” emphasises the extra pressure she experiences due to increased
workload and responsibilities. She reiterates “the boat” reference to signal the turbulence of
her positioning. However, in contrast to the “sinking” boat connotation in the first story, this
boat sails confidently in the “right direction”. Thus, the change of metaphors signals the
enhanced agency developed through the narrative. At the same time, the repetition of “love”

reinforces her emotional engagement with the role.

e Subtheme: Leadership learning through trust and a positive experience

An external actor, a colleague from a different university, comes to the rescue in the
resolution, empowering Faiza to carry on with the task of organising a conference, which was

originally planned jointly with the absent colleague.

Organising this whole thing - | didn't have a day off, but she was such a great help
because, we sat together and we worked the programme out and she said no, don't
worry, don't worry, don't worry and she has always this positive attitude of “don't
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worry about it, we'll do it. It's going to be great”. And yeah, it was. Look, it was
fantastic. Now | can say it was a fantastic experience at the time.

With the help of an external antagonist, Faiza succeeds in the task and uses the experience
as leadership learning, developing a distributed and collaborative leadership style (Fletcher,
2004; Northouse, 2020), learning to trust her colleagues and being encouraged by them. To
highlight the positivity of this learning experience, Faiza uses emotive qualifiers — “great”,
“fantastic”. The colleague who enabled her in the task is positioned as a comforting and
reassuring actor, indexed by the reiteration of “don’t worry” in the reported speech. Thus,
she has learnt to lead confidently from a notable person (Kempster, 2006) and a charismatic

leader (Parry & Kempster, 2014).

e Subtheme: “Us versus them” — middle manager’s critical positioning

towards the organisation

However, when things do not go to plan, Faiza reports extreme pressure due to the lack of

support from the university management.

When is this nightmare gonna finish? When is this nightmare gonna finish? | was just
like that. You know all that they can say: “You are doing a great job. Let us know if you
need help”. Who's gonna reply to emails? Who's gonna write replies to emails in
Arabic? Who's gonna contact colleagues from all over the world? Where are they
gonna stay? And they have everything on the programme. You know, we've got links
to where they stay. But people like to write and ask and get reassurance. “And if you
need any training, here is the link”.

She reveals identity stress and regulation, as signalled by the repeated use of the rhetoric:
“When is this nightmare gonna finish?” She positions herself against the university
management as a middle manager who is being manipulated by the organisation (Preston &
Price, 2012). The formal offer of help, “Let us know if you need any help” and the words of
encouragement “, You are doing a great job” — sound cliché and insincere in contrast with
Faiza’s real needs, emotively conveyed by the repetition of rhetorical “who’s gonna?” She

refers to the offer of training as a formality — “And if you need any training, here is the link”.

Indexed by the pronominal third person, the management is deprived of agency and features
as a distant body, lacking in understanding. Thus, Faiza’s leadership identity is constructed
against the neoliberal discourse of autonomy (Gill & Scharff, 2011). The narrative highlights
the widening gap between the university hierarchy and the concerns of the middle manager,

creating a tension between “us” versus “them” positioning (Davis et al., 2014).
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e Subtheme: Leadership experience through unmanageable workload and

stress

Despite the lack of support from the management, her intrinsic motivation to succeed
against the odds turned a stressful experience into a situated leadership learning point
(Kempster & Stewart, 2010): “You will do a good job regardless of what happened. | had a
frozen shoulder from stress and overworking. But you know, | floated in my boat, | floated,
and | did it”. The repeated use of a “boat” metaphor in her stories illustrates her leadership

strategies — from “sailing in the right direction” to “floating” to weather the storm.

Faiza evaluates the story by critically reflecting on her experience and sharing her views with
her line manager: “I've had a meeting the other day and | said, look, | can't work like this next
year. | cannot carry on. OK, this year has been exceptional, but next year we have to have a

backup. If this person does that again”.

The repetition of the emotive “I cannot carry on”, “l cannot work” and negative
characterisation of the absent colleague as “that person” — reveal her problematic leadership
experience and identity struggle (Preston & Price, 2012) resulting from the unmanageable

workload (Morley, 2013) and the institutional neglect (Floyd, 2016).

4.3.5.2. Positioning level two — the here-and-now of interaction

Theme: Identity construction through the intersection of gender and culture

e Subtheme: Motherhood in academia discourse

At the level two positioning, | interrogate the way Faiza experienced leadership through the
intersection between professional and personal, specifically against motherhood in academia
discourse (Morley, 2016). Her assertion of never interrupting her career for childcaring
responsibilities has prompted me to ask further questions about the length of her maternity
leave and whether it was her choice. She responds with a combative “l am a fighter”
implying that it was not an easy task for her: “No, no, I'm a fighter. Yeah, with two children.
You know, | only had maternity leave for two months and that's it. Back on 24 hours and the

children used to go to the nursery”.

She had no choice but to return to work after two months of maternity leave — that was the

requirement of the institution at which she was working at the time. She was in a precarious
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position as a mother and a full-time employee — she could not reduce her working hours for

fear of losing her contract.

| was in a very disadvantaged position. Otherwise, | would lose my job, you know,
because our contracts as teachers were renewed annually. So, if | reduce my hours, |
will never get the benefit of being one of the full-timers. And for me, my work was as
important as my children and my family. I don't know if I'll go back, I'll do the same or
not? But this is what | did. But | come from this generation where you get on with
things.
She constructs a dilemmatic identity of an independent multitasker - “l am a fighter”, “my
work is as important for me as my children”, while also being constrained by the discourse of
motherhood and inflexible employment. Being confronted by the “double burden” of being a
mother and an employee (Cotterill & Letherby, 2005), she makes gender visible and is

doubtful about making the same choice again. By referring to “this generation”, she also

makes gender relevant from the generational perspective (Favero & Heath, 2012).
e Subtheme: Postfeminist versus traditional cultural gender discourse

By being self-reliant and autonomous, she performs an emancipatory feminist identity
(Butler, 2006). At the same time, her agency is limited by the discourse of hegemonic
traditional gender ideology, which is culturally relevant to the Middle East (Gramsci et al.,
1971): “l always believed that | have my own money and my own career. And | don't rely on a
man. My husband used to call my dad and tell him, “I've got no control over your daughter

anymore”.

While Faiza claims agency and independence from her husband in the story world, she
reveals the underlying controlling power of cultural gender discourse of misogyny, where
husbands and fathers perform the roles of guardians for their wives and daughters. Thus, the
interactive element helps co-construct Faiza’s leadership identity as dilemmatic, constrained

by the discourses of gender and motherhood.

4.3.5.3. Positioning level three — against societal discourses and research
questions

RQ1.

The two-level analysis identifies the key discourses against which Faiza and the interviewer
co-construct her leadership identity. They are closely interlinked through the intersection of

personal and professional. The dilemmatic nature of Faiza’s middle manager’s identity is
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invoked by the neoliberal discourse of autonomy (Gill & Scharff, 2011) and the discourse of
new managerialism (Hill & Kumar, 2009). While trying to be agentive in her leadership
development and taking pride in her accomplishments, she is constrained by the lack of
support and unmanageable workload (Morley, 2013, 2014), resulting in identity regulation
(Alvesson & Willmott, 2002) and emotional labour (Iszatt-White, 2009).

RQ2.

She experiences leadership in the context of the Middle Eastern cultural discourse (Gramsci
et al., 1971; Afiouni, 2014) and the gender constraints of maternity and employment law. Her
leadership experience through learning from notable people (Kempster, 2006) and learning
to trust, delegate and collaborate during a critical period in her career has made her develop

her leadership as post-heroic, distributed and gendered (Fletcher, 2004; Northouse, 2020).
RQ3.

Faiza’s agentive positioning starts to emerge as she performs professional success against the
discourses of unfair dismissal, uncertainty, political instability and immigration. Her emerging
agency empowers her to push cultural gender boundaries and develop autonomy and
independence against the discourse of misogyny (Koburtay & Abuhussein, 2021). Her agency,
constrained by the cultural gender discourse, becomes stronger in the face of adversity,

referenced by the emotive “l am a fighter”.

4.3.6. Margarita

4.3.6.1. Positioning level one — against the story actors

Story 1. Theme: identity construction against the discourse of political and

economic adversity, uncertainty and immigration

Margarita constructs her narrative chronologically, highlighting the main events in her career
related to her teaching and leadership experience. Her story is narrated as a spiral with

complicating actions and resolutions leading to evaluation and a coda.

She begins with an orientation — she started as a translator; however, to increase her
employment opportunities, she also trained as a teacher and worked at a school in her

hometown in Russia. She positions herself as a creative and accomplished teacher.

e Subtheme: Agentive development in the face of adversity
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The complicating action comes with the economic and political turmoil in her country and
the lack of career opportunities in the remote part of Russia where she lived. Like many
young professionals in Russia in the period of the nineteen nineties and early two thousand,
disillusioned by the lack of prospects in their home country, she looked for opportunities
elsewhere. Thus, she started looking for a sponsored programme of study abroad through

the Ministry of Foreign Affairs, the Ministry of Education and commercial enterprises:

Naturally, I had no money, the third out of four children in the family, with three of
my siblings being students at that time. It was difficult because our parents supported
us to make sure that we all studied, but there was no money for trips. So, | started
looking for sponsorship.

The introduction of an antagonist who recommended her to apply for a particular
scholarship brings an external actor into the narrative. However, the success was not
immediate, due to the highly competitive nature of the scholarship: “I did not get it the first
time. | applied three times and decided that if | did not get it the third time, that would seal

my fate. However, the third time | was successful.”
e Subtheme: Agency constrained by imposter syndrome

Margarita’s perseverance and drive shape her identity as a “fighter” who is not swayed by
losing and is keen to win against all odds. However, she reports being constrained by the
feeling of insecurity and self-doubt, teaching English, the language and the culture of the

country she has never been to:

| have never travelled abroad, and | have always felt like an imposter — | am teaching
the language and culture of the country | have never been to. | was surrounded by
people who had been there, and | have always felt like an imposter, as | did not fully
know what | was talking about.

The claim of having an “imposter syndrome”, compromising her professional success as a
teacher, signals a dilemmatic identity — being agentive, yet subjected to external forces —
adverse economic conditions in her country and internal constraints caused by professional

self-doubt.

The resolution comes with her decision to accept the offer, which she justifies by economic
needs: “So, | went with this programme to work, gain experience and study. Everything was

funded by the government. | only had 200 in my pocket”.
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e Subtheme: Dilemmatic identity against the discourses of immigration,

economic hardship and societal expectations

Having stayed abroad for a year, she realised that she could not continue to study and work
to support herself. She is conflicted by the need to decide between continuing to struggle or
facing an even worse economic situation and unemployment in her home country, which
forced her to emigrate. Her story reveals the dilemmatic identity claim of wanting to be
agentive, yet constrained by the discourse of immigration, uncertainty, economic hardship

and unemployment.

You are working, but you are not investing in a pension; the salary covers just shared
campus accommodation. It was still better than in Russia. Because at least you have a
job here, but in a few years, | would have been 37/38, without a home, without a
personal life, without a pension or proper salary. | had just enough to pay rent and
the bills for living on campus, and put a bit of money aside for travelling home to
Russia.

The reference to her age implies anxiety about the future. In Russian culture, this is the age
for young people to have secure jobs and well-established families. Thus, her identity is
regulated by the gendered cultural expectations and the discourse of failure by not fulfilling
the societal norms of being married, having a home, and having a “proper salary” by a

certain age.

e Subtheme: Professional identity construction against the discourses of

reverse immigration, nepotism and unfriendly academia

The second complicating action comes with her return to Russia, where she found herself at
another career stumbling block — the need to adjust to different cultural, social and

professional environments.

Here, | understood that | have to start everything from scratch. Nobody knows me, |
cannot find a position anywhere, in Moscow, everything operates differently, and no
references from foreign universities work. You need to know people who can make
the right call to the right person on your behalf.

She is confronted by the discourse of difference, employment nepotism and lack of
transparency. This is revealed linguistically through the reiteration of the negatives “nobody”,
“no reference”, “l cannot”. She is also overcome by the adverse academic discourse — her

research topic is outside of the standard academic framework of Russian academia, and she

115



cannot find a suitable mentor to develop her scholarship. Thus, despite being agentive in
pursuing her academic goals, her identity is overcome by the discourse of reverse

immigration, unemployment and lack of academic support.
e Subtheme: Identity construction against the discourse of uncertainty

The resolution comes after a long deliberation and search for another position abroad, which
she eventually found at a UK university. However, as she applied for a working visa, the
geopolitical climate changed, and Russia was sanctioned following the annexation of Crimea.
She was facing uncertainty due to the adverse political situation, and her anxiety was

manifested physically:

The summer was very nerve-wracking. | lost a lot of weight. There were problems
with the visa, | was very worried. The university demanded the decision, but this was
outside my control. But thanks to God, | received this visa.

Her reference to events being “outside my control” is indicative of the dilemma of being
agentive yet overpowered by external forces. Her identity stress is clearly revealed through
the reference to the physical and emotional strain she was under due to the pressure from

the university and the discourse of uncertainty.

Story 2. Theme: Leadership identity construction against the discourse of covert
discrimination

The next story encapsulates her career at a UK university and the barriers to her professional

development in the context of the IWLP.

e Subtheme: Professional development within the culture of academic

neglect and unmanageable workload

In the abstract, she describes her struggle to develop her academic identity:

| thought that was the place | needed to be to pursue my academic interests,
however, it was my first culture shock. It turns out that the institution | was working
at was not interested in my academic development.

In orientation, she draws the picture of how she felt discouraged by the lack of interest in her

research ambitions and the lack of support for her professional development.

It was very strange because everywhere | had worked before, | was surrounded by a
mentorship environment. The senior colleagues would always hurry you along,
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encouraging you to write, publish, banging on about research. Here it was zero. When
| arrived, nobody talked to me, nobody sat me down and asked what | wanted. They
gave me a pile of work. And of course, | took it all because | was young, | was
interested in how things worked there, and | did not have children at that time. So,
for the first year, | did nothing but teach, | was overloaded with work.

She struggles with an unmanageable workload, as conveyed by the choice of metaphors —
“banging on”, “pile of work”, “overloaded”. She is positioned by the institution as a young,
childless employee who can handle a higher workload than her colleagues. Thus, she
constructs her identity through the interaction between gender, age and professional
aspects, highlighting the identity work in the context of covert discrimination against age and

lack of child-caring responsibilities.

e Subtheme: Identity construction against the discourse of covert gender

and age discrimination

Margarita claims solidarity with another colleague, who is positioned similarly by the
institution: “We were struggling to keep our heads above water, there were no curriculum
guidelines, no educational objectives, and we were feeling our way in the dark. | felt awful.”
The use of metaphors like “keep the heads above water”, “feeling our way in the dark”

invokes the discourse of uncertainty and identity struggle.

The complicating action comes with the offer to lead a summer programme for the students
abroad. As she was only contracted for 10 months per year, this summer role would have
been unpaid. She also realises that nobody wants to take on this role, as it involves a lot of

unpaid work.

They told me it was a good position for you, as a young employee. | was not young, |
was not junior, | was meant to be at the same level as the others. But nevertheless, |
was told that as a young colleague, perhaps | would be interested in the role,
however, it was not paid.

Her role incongruity is revealed through the juxtaposition of her claim to be equal with the
other colleagues and the way the departmental management positions her as a young
employee who can work long hours. “Young” and “junior” are translated into Russian as
“monogon” and “mnagwmnin”, but colloquially, they are used interchangeably, thus making no
difference between age and rank of seniority. Although still young, Margarita wishes to make
a point of separating the two notions in her stance against being pigeonholed into the

stereotypical junior employee role.
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e Subtheme: Agentive action against unfair employment conditions

She accepts the role as a development opportunity, willing to learn leadership skills.
However, she also campaigns on behalf of her junior colleagues for improvement in their
employment conditions. Her leadership identity is constructed through situated leadership

learning, leading a campaign for fair pay.

The story is resolved by the university management reviewing her and her colleagues’

contractual conditions and awarding them full-year contracts:

Now all the tasks we had to do in our spare time are clearly outlined in our contracts.
We also insisted on including in the workload things like decolonising teaching
materials, creating inclusive resources and training for working with students with
learning difficulties.

The new contract also allowed Margarita and her colleagues the opportunity to apply for
enabling roles and academic promotion. She talks proudly about these achievements,
outlining the steps she took towards this success. However, she admits that although she and
her colleagues were empowered by the outcome, the process was fraught with great efforts

and obstacles:

It cost us a lot of effort to formulate our demands and put them forward. We had to
fight against inequality in terms of teaching versus research contracts. However, to
get further promotion, you need to prove that you have made an impact at the
institutional or departmental level. This is something not available to us. Although |
am allowed to apply for internal positions, without experience, | do not get these
roles.

e Subtheme: Middle manager’s role demands and restrictions

Her leadership identity is developed through “us”—junior teachers—versus “them” —
university management - opposition in a conflict and combative situation. She reiterates that
she has missed out on gaining valuable scholarship and leadership experience while being on

a teaching-only contract:

It was very hard — | wrote and talked a lot about it — it is not my fault that | could not
apply for these roles — my contract did not allow me to do that. So, what can | do
now? But the fact remains — the competition is high; the roles are limited, and
everyone needs experience.

Although willing to take on leadership roles at the university level, she gets rejected due to a

lack of experience, thus displaying the dilemmatic leadership identity claims of wanting to be
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agentive yet being restricted by external forces. Her role as a coordinator—-middle manager at
the level of her language unit does not lead to a pay rise but to a higher workload: “I only get

80 hours per year for this leadership role. This is very little, just ten per cent, or even less.”

4.3.6.2. Positioning level two — the here-and-now of interaction

Theme: Leadership identity construction through the intersection of personal

and professional

Margarita positions herself in relation to the interviewer as an empathetic interlocutor,
indexing solidarity by reiterating statements and confirming opinions throughout the
interview. The interactive element has helped me delve deeper into the intersectional

nature of her identity construction against the discourses on immigration and motherhood.

e Subtheme: Leadership development against the discourses of

immigration, perceived discrimination and academic exclusion

When | ask her to elaborate on her professional and academic development, she responds

that she still feels like an outsider in the world of academia:

| do not feel any encouragement from anyone — | still feel like an outsider. All of us
who teach languages are immigrants, we have not been part of the establishment, we
need support and mentoring to explain how things work and what one needs to do to
develop and grow. So, it takes time and effort to figure this out. There is no help from
anyone. Without help from senior colleagues, you do not have a voice at all in any
leadership decisions. It is part of their role to support and mentor you, but not
everyone does that.

While claiming her in-group alignment with the majority of the colleagues in her department
who are immigrants and language teachers, she makes a counterclaim that they are not
being heard by the university leadership. As a result, her agency is being restricted by the
university management through the discourse of immigration, academic exclusion and

perceived discrimination (Ayala-Lépez, 2018; Kebabi, 2024).

She positions herself as a middle manager and an outsider in the organisation, which is
neglectful of her professional development. This concurs with the findings of middle
managers’ studies being referred to as Class B or third space academics (Whitchurch, 2012).
This narrative outlines the gap in shared values between the university and the middle
managers (Schein, 2010). This gap is conveyed linguistically through “us” versus “them”

”n «u

opposition and the use of negative structures — “l do not feel encouragement”, “we have not
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been part of the establishment”, “there is no help”, “you do not have a voice”, “not everyone

does it”.
e Subtheme: Middle manager caught between two greedy organisations

When | encourage her to talk about her motherhood experience, she reports identity stress
resulting from conflicting professional and caregiving demands. She insists that if she had not
had her mother coming from Russia to help, she would not have coped well when she had to

return to work after her maternity leave.

If my mother had not come from Russia to support me, | probably would have
managed, however, | would have damaged my physical and mental health. It was still
a big effort with her help, but at least | did not have a breakdown. Because the hours
were fixed. | would not have been able to pick up my child from the nursery on time.
It was a complicated period.

The stressful experience of being a mother and a university employee is indexed through
vocabulary choice — “damaged physical and mental health”, “big effort”, “breakdown”. She
was left with no choice — although she was formally allowed to work flexibly, the provisions

were not made to make reasonable adjustments to her timetable:

The timetable is a puzzle which cannot be solved. | have to compromise. So, what can
| do? There is nothing | can do. The reality of university work is different from HR
policies. Besides having leadership responsibilities, | had to come out of my maternity
leave on some days to coordinate the newly hired colleagues’ work.

She signals her powerlessness against the organisational discourse by using the rhetorical
“What can | do?” and answering negatively: “There is nothing | can do”. Thus, as a young
mother, she is caught between two greedy organisations - motherhood and academia

(Morley, 2000b).

e Subtheme: Professional development limitations due to covert
discrimination

While being on maternity leave, she also missed out on potential career opportunities,

claiming identity regulation by covert discriminatory practices:

| stopped receiving notifications of vacancies and opportunities which appeared
during that time. They claim this is because the management does not wish to
bombard you with non-relevant emails. | call this discriminatory as we have to apply a
year in advance for any grants or any positions, and | have missed out on all of these
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applications because they claim they did not want to bother me. The thing is, it was
made out as if they were considerate to me, but in reality, they were discriminatory.

The narrative invokes the concept of motherhood in academia. Margarita is being
disqualified and dismissed from reaching leadership positions, being confronted by
conflicting family and university discourses (Morley, 2013, 2014, 2016). Margarita claims a
dilemmatic identity of being aspirational in her academic and leadership career while being

constrained by managerial and motherhood discourses.

e Subtheme: Identity construction through the intersection of ethnicity and

nationality at a time of curriculum change

Ethnicity is another aspect of her identity that is brought into focus through our interaction.
The new curriculum requirement in all UK universities is to review all subjects taught,
including languages, from a decolonising point of view. Decolonisation of Russian language
teaching is a complex and controversial concern (Nasibullov & Kopylova, 2022). | am
interested in how Margarita responds to this curriculum requirement through her leadership

experience:

The process is ongoing; we have to meet and discuss this, observe each other’s
classes, review materials, but this is all formality. As | come from the far east of
Russia, | do not look ethnically Slavic. (.) People enter the room, notice my skin colour,
and immediately ask — Why am | teaching Russian? | often get complimented on how
well | speak Russian! Sometimes | get mad. This has become part of my life; | have
learnt to cope with this. Every day, | have to decide — this should not upset me, so |
have this internal mechanism which helps me cope. But | have to make an effort. |
talk to my students about it, so they understand how | feel ethnically, not Slavic, but
Russian at the same time. So, | play my personal part in the decolonising process.

Her ethnic and national identities are put into question by the discourse of ignorance and
covert discrimination (Kebabi, 2024). Margarita is positioned as a non-Russian through
politically loaded questions and statements, “Why are you teaching Russian?”, “You speak

Russian so well”, ascribing her a foreign identity.

However, she defies this ascription by asserting her identity and turning this into a learning
point about ethnicity and culture. She has created her internal coping mechanism, which
helps her resolve emotional distress caused by the questions about her origin and the need

to justify her Russian national identity.
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Thus, in conversation with the interviewer, we discover another aspect of her dilemmatic
identity — wishing to be identified by her nationality as a native Russian (her language being a

nationality marker) while being rejected on the grounds of her non-Slavic appearance.

e Subtheme: Identity enacted through language and excluded on the

grounds of ethnicity

Margarita and | agree that decolonising includes recognition of ethnic diversity as part of a
national identity (Winter et al., 2024) while acknowledging the unity of Russian as a national
language. Together we recollect the time we met at a conference for teachers of Russian.
Margarita was struck by one speech in favour of protecting the purity of the language and

culture against non-ethnic Russians:

It was a striking moment. | turned around, and | was the only non-white person in the
room. And nobody felt uncomfortable about this statement — protecting the purity of
the language against the non-ethnic! As you know, we do not even have dialects in
Russian. Because of the rigid centralisation of the Russian Empire and then the Soviet
Union, we have no differences in accents across the whole country.

This episode further illustrates Margarita’s positioning as an outsider in the “us” versus
“them” paradigm. While being part of the professional community — teachers of Russian —
she was made to feel like an outsider, labelled as non-ethnic Russian. This narrative invokes
the discourse of academic exclusion based on ethnic differences (Moncrieffe et al., 2024;

Kebabi, 2024).

Thus, through interactive remembering, we reveal the multifaceted nature of Margarita’s
dilemmatic in-group and out-of-group identity (Taifel & Turner, 1978; Bamberg, 2011) — being
part of the institution and being an outsider due to her immigration status; asserting her
national identity through her native Russian language while being rejected as an outsider on

the grounds of her ethnicity.

4.3.6.3. Positioning level three — against the societal discourses and
research questions

RQ1.

Margarita constructs her leadership identity as a middle manager operating in the teaching-

led department through the intersection of personal and professional discourses.
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As an aspiring scholar, she struggles to develop her academic identity against the discourse
of hierarchical managerial culture (Davis et al., 2014), organisational neglect towards middle
managers (Floyd, 2016) and being positioned as a third space professional (Whitchurch,
2008).

Her agency is also constrained by the discourses of academic exclusion and perceived
discrimination on the grounds of her ethnicity and nationality (Ayala-Lépez, 2018; Kebabi,

2024).

Her leadership identity is constructed against the discourse of age and gender discrimination.
While resisting the workload intensification and career limitations (Morley, 2013), she

develops leadership agency through situated learning (Kempster & Stewart, 2010).
RQ2.

As a middle manager, she experiences leadership through critical positioning towards the
organisational values and non-alignment with the dominant institutional managerial
discourse. Her leadership learning empowers her to resist the discourse of New
Managerialism (Hill & Kumar, 2009) and develop a strong “us” versus “them” identity (Davis

et al., 2014).
RQ3.

Margarita projects a dilemmatic identity against the discourse of motherhood in academia.
While aligning herself with the neoliberal discourse of choice (Gill, 2014), she is overpowered
by the two “greedy organisations” — family and university (Burchielli et al., 2008; Jones &

Floyd, 2024; Morley, 2013, 2014) and the discourse of sexism (Savigny, 2014).

The narrative reveals her dilemmatic positioning as an outsider, experiencing the out-of-
group identity struggle (Taifel & Turner, 1978; Bamberg, 2011). On the one hand, she feels
excluded from academia on the grounds of immigration and motherhood; on the other hand,
she is being denied her national identity based on her ethnicity. However, she develops an
agentive force through “an internal coping mechanism” which helps her identity regulation

(Alvesson & Willmott, 2002),
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4.3.7. Jaleela

4.3.7.1. Positioning level one — against the story actors

Theme: Leadership identity construction through the intersection of gender,
ethnicity and status against the discourse of hierarchy and the glass ceiling

effect

e Subtheme: Leadership learning through training and experience.

Jaleela constructs her narrative, focussing on the subjects which are pivotal to her leadership
development. She starts the story with an orientation, taking a postfeminist stance of
autonomy and choice (Fletcher, 2004), while observing discriminatory practices at her

university against gender, ethnicity and status.

| was in a meeting where a female colleague from a Middle Eastern background was
talking, and she was listened to differently from the way a man was talking. The
background is really important. Who is speaking, from what position, and where is
the speaker from? What is their title, and what is their gender? But | didn't have any

problems progressing in my career. | could make my own choices.

Her positioning against gender, ethnicity and status discrimination is linguistically marked by
the intensifier “really”. She reflects on the topic of having a voice and being silenced by
posing rhetorical questions: “Who is speaking, from what position, where is the speaker

from, what is the title, what is the gender?”.

However, her postfeminist stance (Banet-Weiser et al., 2020) — “I did not have any problems
progressing. | could make my own choices” - is conditioned by the outside actors supporting
her. For example, providing leadership training, such as Aurora, which is a HE leadership

development initiative for women:

As women, we still feel that who's speaking is important. | did the Aurora course. And
it was a really, really good programme. Really good. Gave me confidence, because |
felt I really needed it. To have more self-confidence as a manager. They were happy
that I'm doing it because, when you have a good team around you and you are a good
line manager, they support you, they need you. They know what you need, and they
support this. So, it was really good. | had a mentor. She was very supportive as well.

The narrative reveals the importance she assigns to her leadership development through
training and mentorship. Linguistically, this is conveyed by the repetition of the intensifier

“really” and the positive qualifiers “good” and “supportive” in relation to her mentor and the
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university management. Thus, she aligns with the university leadership, which invests in her

training and progression.

e Subtheme: Institutionalised “othering” on the grounds of gender and

ethnicity.

At the same time, the opening line of the narrative — “Who is speaking is important” - reveals
the dilemmatic out-of-group identity claim. While seeking gender solidarity with the
interviewer by using “as women we”, she identifies with the women in academia who are

often not heard and positioned as outsiders (De Welde & Stepnick, 2023).

Jaleela’s line manager is a critical antagonist in her story of leadership development, enabling
her to take time off for the training. However, the story evaluation is ambiguous. Although
Jaleela positions her line manager and the training mentor as supportive, she admits that the

support only goes halfway and is limited to short-term goals.

| approached my line manager and my mentor at Aurora. | said Look, this is my long-
term plan, and these are my short-term objectives. I'm going to do this, this and that
to achieve that. But | have a long-term objective, and | need your support. They know
the organisation; they know where | need to go. They need to support me to open
doors for me or to guide me. There are things | can't do on my own. But they can’t
help me. It's a hierarchy; there is no space for others.

She constructs a dilemmatic identity — while being empowered and agentive in her role, she
is constrained by the discourse of managerial hierarchy and the glass ceiling effect (Cotter et
al., 2001; Mullany, 2022; Williams, 2014). While she downgrades her agency, linguistically
conveyed through the repetition of “I need”, the agency of the organisation is enhanced by
the repetition of “they know” and the use of the metaphor “they need to open doors for
me”. Despite her claim of being agentive in her leadership development, she is positioned by
the organisation as “the other”, different, not belonging to the club, confirming the

institutionalised “othering” practices (Jones, A. et al., 2021) and lack of proper support.

This problematic balance between the academic manager and managed academic (Winter,
2009) reflects Jaleela’s positioning as a Class B or third space middle manager (Whitchurch,

2008), unable to break through the glass ceiling of the managerial hierarchy.
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4.3.7.2. Positioning level two - the here-and-now of interaction

Theme: Post-heroic leadership development — learning to lead by supporting

others while lacking management support

e Subtheme: Middle manager’s hybrid identity construction against the

discourse of institutional neglect

| help co-construct Jaleela’s identity by sharing personal leadership stories and experiences.
She positions herself as a post-heroic, empathetic, collaborative leader who recognises
feminine traits of gendered leadership as a powerful capital (Elliot & Stead, 2008). She is
flexible, accommodating and empowers her colleagues by developing good relationships

with them.

Whenever | can take the pressure off colleagues, I'll do it. The first thing is to develop
a good relationship. (.) So | make myself available to fit into their timetable. You need
to see what works for others as well. | know when they need to be supported, | need
the time that they need to be listened to.

She learnt how to lead by being culturally sensitive and listening to her colleagues: “You
learn about their ways, you know about their cultures, and you know about how things are

done in their own way, but you also need to be in control of things”.

She acknowledges that she developed this style of leadership through training and lived
experience, but it does not come naturally to her. Empowered by her training, and in contrast
with the half-measured support that she receives from her management, she offers practical

steps to support her colleagues’ professional development:

Colleagues who are interested in research, we meet, and we have our time for writing
and then we share. I'm very happy with this writing retreat for colleagues. So, we also
give a safe place for people to present. | remember myself when | needed confidence
at the beginning, | needed a little bit of support every now and then. Everybody feels

supported, | started this idea myself. | organised it myself.

Her agentive positioning in her colleagues’ development is emphasised by the repetition of

lIIII’ o

myself”.

e Subtheme: Identity regulation against the discourse of organisational

contractual change and unmanageable workload
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However, she admits that she must use her weekends for this work and acknowledges the

unmanageable workload she has encountered.

| use my weekends. | know this is not healthy. But at the same time, it reduces the
pressure during the week. | work weekends. We have workload allocation, but it is
never enough, really. So, in a different pathway, we have allocation for some hours.
But you know, if you want to progress in your research, these hours are not enough.
And then in the end, your research is for you.

Jaleela reports her identity stress and regulation — she wants to be an academic mentor for
her team, yet her own academic ambitions are not fulfilled. The reference to “pathway”
(Academic Education Pathway — AEP) and “some hours” allocated for research reveals her
problematic “hybrid role” positioning (Whitchurch, 2008). Her role is meant to combine
research, teaching and managerial responsibilities (AEP). However, she is restricted in her
academic development due to excessive and unmanageable workload and managerial

neglect.

The AEP has been designed as a reward mechanism for teachers and managers to fulfil their
academic ambitions and enable career progression. However, the neoliberal (Hill & Kumar,
2009) nature of this contract — “your research is for you” - does not allow the employees to
fully engage in all three activities in equal measure. This leads to identity regulation and
stress (Alvesson & Willmott, 2002) for middle managers, like Jaleela, forcing them to work

overtime and at weekends to achieve results.

You can present at a conference and say you achieved your objective. Or you can go
beyond this and publish. This is your decision, but we will only give you this many
hours to do that. Where do you want to take your research? We have an objective to
meet at the end of every academic year related to research or scholarship activities.
But this is really up to you.

The managerial stance regarding the AEP contract is conveyed through reported speech and
invokes the neoliberal discourse of choice (Gill, 2014) — “this is your decision”, “this is up to
you”. However, Jaleela’s choice is restricted by the regulated managerial practices and
governmentality (Morrissey, 2013) — “we have an objective to meet”, “we will only give you
these many hours”. Thus, she reconfirms her dilemmatic claim of being supported through

training and yet disempowered through managerial restrictions.
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4.3.7.3. Positioning level three — against societal discourses and research
questions

RQ1.

Jaleela constructs her leadership identity through the intersection of gender and ethnicity,
against the discourse of institutionalised “othering” and covert discrimination (Jones, A. et

al., 2021).

As a middle manager, she is confronted by the discourse of neoliberalism, new
managerialism, unmanageable workload and organisational change (the new AEP contract)

(Calvert et al., 2011; Hill & Kumar, 2009; Morley, 2013; Sutton, 2015; Winter, 2009).

As a post-heroic, collaborative and empathetic leader (Fletcher, 2004), she is agentive in
enabling her team members to develop professionally as teachers and academics while doing
identity work in a hybrid role balancing between academic manager and managed academic

(Whitchurch, 2008).
RQ2.

While aligning herself with the postfeminist discourse of choice (Gill, 2014), she is
empowered by the gendered leadership learning experience and mentoring support of her
line manager (Elliot & Stead, 2008). However, her agency is constrained by the lack of self-
confidence, the discourse of the organisational hierarchy, the glass ceiling effect and the

institutional neglect of middle managers (Williams, 2014).
RQ3.

Her dilemmatic in and out of group identity (Taifel & Turner, 1978; Bamber, 2011) — aspiring
to be an academic yet not being fully accepted due to the nature of her role — results in
identity regulation, control and emotional labour (Alvesson et al., 2008; Brescoll, 2011;

Hochschild, 2012).

4.3.8. Nuria

4.3.8.1. Positioning level one — against the story actors

Story 1. Theme: Anxiety over identity loss against the discourse of immigration

Nuria is a Russian subject leader, educated in one of the regional universities of the Russian

Federation, where the Russian language was taught alongside the regional ethnic language.
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She starts with an abstract: “I had to work in business and education, did some teaching, and

any job | could get hold of — it was in the nineties — very hard times”.

She expands on the start of her career in the orientation: “I was only given part-time
teaching jobs at the university. | was asked to teach whatever was not covered by the full-
time staff, so | picked up anything that was given to me”. The orientation points to the
passive, non-agentive submission to the external political and economic forces — the times

were tough, so she did whatever was given to her.

The complicating action comes with the mass migration of the native Russian population

from her region due to the geopolitical situations resulting from the collapse of the Soviet
Union. The Russian language was losing its status as the dominant language of the region,
and the Russian teachers, including herself, were losing their professional identity and job

security. She recalls the atmosphere around her at the time:

| understood that soon | may not have a job. The atmosphere was very nervous.
Reductions have been announced, and some colleagues had to leave. | started
looking for other opportunities abroad, applying for different positions. | even
thought that | might have to change my profession, that Russian language teachers
would not be required.

The story is resolved with her being offered a scholarship to study and teach at a UK
university, where she is now. Her agency develops in the face of adversity, as evidenced by

her proactive positioning to avoid professional identity loss.

Story 2. Theme: Identity construction against the discourse of insecurity,

pandemic and illness

e Subtheme: Leadership development in adverse circumstances

The orientation sets the scene for the next step in her career — the closure of the Russian

section due to a general decline in students learning foreign languages:

All language programmes started to get smaller. So, | started working everywhere —
evening, commercial courses, teaching in different places, commuting, teaching to
businesspeople, and diplomats. | even opened my own business — teaching Russian to
children of heritage speakers in a supplementary school. | had a group of teachers
who | managed. It was a very creative job, we organised concerts, it was very
interesting.
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She positions herself as an agentive figure, initiating progressive career moves and
developing leadership skills despite the loss of stable employment, as conveyed by the

n u

positive qualifiers — “creative”, “very interesting”.

e Subtheme: Overcoming anxiety and self-doubt over professional identity

loss

The complicating action coincides with the external events, making an impact on her
professional life — the financial crash and the pandemic. She is confounded by self-doubt and
the need to make a living while also battling the physical effects of Covid. She has to reapply

for her old job and give up her supplementary school:

| thought things were going well, but then we had a financial crash, and the problems
with students began. | had fewer private students and started looking for a more
permanent position again. | tried to keep my part-time jobs but found it difficult after
Covid.

She is overcome by external (financial crash, pandemic) and internal (iliness) factors,
resulting in the loss of security and professional self-doubt. The resolution comes with her

success in reapplying for her old job, but as a subject leader under a different leadership:

| went for an interview, was very anxious, and they took me on. So, | am now in the
same university, but things are different. It was very hard during the Covid period, we
had a lot of work. We had a big workload; it was a very anxious time. And a lot of
stress. And | was ill with Covid as well. We had to learn new technologies. | was not in
good shape. Also, my relatives were very ill, so | had a lot of stress. It was a very
stressful period.

While being proactive in seeking employment, she is concerned by the effect that increased
workload, technological challenges and her and her relatives’ iliness have on her physical and

mental well-being. This is conveyed by the repeated use of intensifiers “very”, “a lot of” and

reiteration of the key words: “workload, stress and anxiety”.

e Subtheme: Identity construction against the discourse of organisational

change

The evaluation of her current positioning as a subject leader dwells on the same challenges
she experienced during the pandemic: the unmanageable workload and the technological

and organisational changes, leading to identity stress: “Covid has gone, but the workload
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remains. | don’t feel as if | work any less. | don’t feel less stressed. You never know what to

expect, we had Covid, then the merger of departments. — very traumatic.”

Although she is positioned within her university community as not involved in decision
making, she is openly critical of the imposed organisational changes and voices her opinion

at the meeting, thus projecting an agentive figure:

| do not believe that the change is as necessary as the management thinks. It all
happens above you. Sometimes | have a feeling that they make changes for the sake
of change. | remember how | once asked a question at one of our meetings. | was
saying — why? What is this for? How are we going to implement this change? Why are
we doing it? | don’t have this understanding. | did not get the answer.

Her leadership is dilemmatic - she interrogates the management actions and seeks clarity
and understanding behind the organisational changes, but she is being silenced at meetings.
This is revealed by the reiteration of rhetorical questions — “Why? What for? How?”

”n «u

repetition of negative phrases — “l don’t have the understanding”, “I did not get the answer”.

e Subtheme: Critical positioning against the organisational culture and

institutional silencing

Her lack of understanding of the changes in the organisation leads to mistrust and non-
alignment with the organisational culture, thus weakening her position as a leader, whose

voice is hot heard.

The management must have its vision. | cannot grasp the scope of this vision; | do not
know what is happening above you. And because | do not have this understanding, |
have no enthusiasm. We are talking about restructuring, changes in portfolio,
assessment, and students’ enrolment. | have no say in making these changes, but
they will directly affect my work and the number of students we enrol.

Her critical stance against the management results in her partial identity loss — “I have no
enthusiasm” - and is signalled by the negative vocabulary choice: “l don’t know what is
happening above you”, “I have no say”, “I cannot grasp the scope”. The university
management is positioned as remote and detached from her as a middle manager. She

positions herself as being deprived of agency through institutionalised silencing.

e Subtheme: Concern over the loss of departmental identity due to

restructuring
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Her concerns are further exacerbated by the recent merging of the IWLP with the language
departments. This has led to the loss of her departmental identity. She believes that the
section she leads has become an appendage to the bigger language department and that

their profiles do not match.

These are two different things, two completely different tasks. The full language
degrees are less and less popular, so somehow, we became an appendage to the
degree programme. This made us less commercially stable. It feels that because of
our marketing and previous experience with student enrolment, we are helping the
other department. At the same time, it made us vulnerable, so our enrolment suffers
as a result. But nobody explains anything to us, there is no clear picture.

She positions herself critically towards the organisational change, as it impacts her job
security. However, being restricted by the lack of knowledge and understanding (“nobody
explains”, “there is no clear picture”), she feels disempowered by the discourse of instability
(“it made us vulnerable”). While being an outsider within her organisation, she signals her

affiliation with her departmental community by the use of the pronouns “we” and “us”.

Thus, although she lacks the agency to resist the organisational change, she positions herself

as part of the university community, claiming an in-group identity.

4.3.8.2. Positioning level two — the here-and-now of interaction

Theme: Leadership identity construction against the discourses of geopolitical

adversity and gender politics

Nuria’s positioning as a subject leader only becomes prominent when specifically questioned
by the interviewer. She identifies herself as a post-heroic, collaborative and empathetic

leader who values the pedagogy and students’ attainment in her subject above all else.
e Subtheme: Leadership experience through geopolitical context

She seeks solidarity and confides in me about the challenges to the Russian curriculum due
to external geopolitical factors. These include the breakdown of academic ties with Russian
universities, the need to establish connections with the universities of other Russian
speaking countries and the need to maintain students’ motivation of learning the language in

the adverse political climate.

She demonstrates agency in developing initiatives for her and her team to change their

pedagogical approach to continue to attract students:
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We have to do things which we did not have time for before. To make it interesting
for the students, by my own initiative, we are organising celebrations for them,
different plays. But at the same time, | have a feeling as if work piles up higher and
higher.

Another leadership challenge for her is to navigate the political debate among the students

who hold opposing political views:

| had to remove some topics from our curriculum — we had real battles with students
because they had such different views on politics. | always tell them that we are not
dealing with politics, we are dealing with the Russian language. So, we are viewing all
events through the cultural prism.

She reports identity work and emotional labour while being challenged by the need to
overcome the negative perception of Russia among her students and maintain their

enthusiasm.

Everything is different now, three years after they started — they were so inspired. |
have to work hard to retain this group and keep up their enthusiasm. | hope we will
overcome this barrier of mistrust, this hatred for each other. We need to jump over
this barrier.

She compares her pedagogical and leadership task of “overcoming the mistrust and hatred”
with the “barrier, which needs to be jumped over”, thus reinforcing the image of an

enormous challenge.
She wishes to maintain the status quo in the political debate on Russia:

| am very glad that many people do not have fixed views on the subject — which side
is guilty — so there is some kind of grey zone, where there is no right or wrong. So,
nothing is black and white. Yes, this is what | can see in intellectual circles. This is
noticeable, which is good.

e Subtheme: Identity construction through the intersection of nationality

and ethnicity

When asked about any potential conflicts with her colleagues related to her Russian
teacher’s identity, her positioning is dilemmatic. On the one hand, she is a Russian national;
on the other hand, she is ethnically not Russian, which makes it easier for her to navigate the

issue.

| have always said that | am a product of the Soviet times, so | am a little bit different
because | was born in a country which does not exist anymore. And when | talk to my

133



colleagues, they are all from different countries and of different ethnicities — they are
very understanding.

Thus, by claiming her ethnicity as part of her national identity, she manages to avoid conflict

situations.

e Subtheme: Leadership experience through curriculum decolonising and

gender politics

Nuria and | discuss her leadership experience through the context of curriculum
decolonising. She specifically points to the university’s aim to deconstruct stereotypical
representations of gender and introduce ethnic diversity. She positions herself in line with
traditional gender roles and values. She is also dismissive of the curriculum agenda as a “fad”,

protesting the gender politics discourse.

All these gender categories are just fads, we must not blindly follow what is being
imposed on you. When fashion trends become policies, this is when | feel my
freedom is being restricted. | have always felt it was important for me to have
freedom in what | teach. | have always thought how privileged | was to be able to
teach things which interest me. And if | am deprived of this opportunity, who knows,
maybe | will not work at the university? Because money is important, but this is not
the most important thing in life, correct?

Her high value of freedom comes to the fore in opposition to the institutional policies, which
she refuses to accept. She is concerned that “fashion trends become policies” to be imposed
on the curriculum. She does not share these values and would rather leave the university
than have her freedom restricted. Thus, by taking such an assertive stance, she demonstrates

the power of the narrative to enhance the speaker’s agency through interaction.

4.3.8.3. Positioning level three — against societal discourses and research
questions

RQ1.

Nuria positions herself as an accidental leader (Floyd, 2016), who takes on a leadership role
as a result of organisational restructuring (Beck & Young, 2005) and against the discourse of

financial insecurity, the global pandemic and the lack of employment.

While her agency is restricted by the discourse of iliness and organisational change (Winter,
2009; Calvert et al., 2011), she is positioned as critically agentive against the discourse of

institutionalised silencing and “othering” (Jones, A., 2021).
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RQ2.

Nuria learns to be a collaborative, pedagogically innovative and empathetic leader (Andrews,
2016; Northouse, 2020; Harris & Jones, 2019) while doing identity work in times of

organisational and political change (Whitchurch, 2012).

Her leadership experience allows her to take a proactive stance in enhancing the curriculum,
but also questioning the university policy of curriculum decolonising as a “fashion fad” (Abu

Moghli, 2021).

She voices her disagreement with the organisational values (Rintoul & Goulais, 2010) on the
subject of political hatred and gender representation (Morris et al., 2022), claiming a critical

agentive positioning.

She also experiences leadership through the intersection between ethnic, national and
political identities, taking a balanced stance against the adverse political discourse and

asserting her ethnicity as part of her national identity (Dadabaev, 2013).
RQ3.

As a middle manager, Nuria shifts between being an agentive actor and an undergoer while
resisting certain organisational values (Rintoul & Goulais, 2010) and asserting herself as an

outsider within the organisation, claiming the out-group identity (Taifel & Turner, 1978).

4.3.9. Svetlana

4.3.9.1. Positioning level one — against the story actors

Theme: Leadership identity construction against the discourse of cultural values

e Subtheme: Status and prestige factors in identity construction

In the abstract, Svetlana declares her positioning as an education leader in a prestigious UK

university in contrast with a “godforsaken” one:

| don’t work in any godforsaken former Polytechnique. My position is unusual — 1 am
sitting on two chairs — | coordinate Russian as part of IWLP and have a position in the
Slavic department. This is rare. | had worked at the Slavic department for a long time
without a proper contract, as an hourly paid teacher. | have received the permanent
contract only with the IWLP.

She uses the colloquial “god forsaken former Polytechnique” pejoratively to contrast with her

“rare” role and to highlight her elevated professional status. At the same time, the mention
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of the contractual differences in her role — hourly paid versus permanent — reveals a certain
level of job insecurity. Thus, she displays a dilemmatic identity, claiming prestige and role

insecurity/hybridity (sitting on two chairs) at the same time.

e Subtheme: Glass ceiling effect of academic exclusion on the grounds of

gender, age and nationality

Although proud of her achievements — “I have reached the top of my position”, despite the
long years of service, she “cannot go any further” and does not feel that she “belongs to the

club”:

We have an old boys’ network. Only rarely do people who do not belong to the club
reach top positions. Those who do, normally come from other Anglo-Saxon
communities, mostly from the USA. Although there is no glass ceiling on paper. If |
were younger and more ambitious, this would have been difficult — too much
bureaucracy, too many forms to fill in, too much beating the drum and blowing your
own trumpet and telling everyone how wonderful you are.

Thus, she positions herself as an outsider within the community, claiming an out-of-group
national identity, not being of Anglo-Saxon origin. Although there is no “glass ceiling on
paper” or in theory, she has nevertheless encountered it in practice, being constrained by
her age and perceived lack of ambition. The use of metaphors “beating the drum” and
“blowing the trumpet” reinforces her positioning as non-agentive against the discourse of

organisational culture.

e Subtheme: Identity work against the discourse of geopolitical hostilities

The complicating action falls on the most significant event in her career related to the war in

Ukraine and the change in political climate:

Since 2022, our lives have changed radically; we have become the teachers of the
language of an aggressor. There are three of us, and our task is very, very difficult. On
paper, there is no cancelled culture, but | can honestly say that where | work, Russian
culture is being cancelled. There is also a ban on any educational initiatives because
the university cut off all ties with Russian colleagues from all universities in the
Russian Federation, which did not denounce the war. As one Russian author said, the
Russian language and culture do not belong to Putin. What happened then does not
diminish the achievements of Russian culture, which are well known. This had an

impact on our activities — we had conferences and seminars, but now everything died
out.
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She constructs an in-group professional identity by using the collective “we”, “the teachers of
the language of an aggressor”, “the three of us”, claiming the labels assigned to her and her
colleagues as part of critical positioning by the university. She is dilemmatic in her positioning
— remaining part of the organisation yet not upholding the organisational values — “Where |
work, Russian culture is being cancelled”. Her identity regulation is conveyed as “very, very

difficult”.
e Subtheme: Agency constrained by the lack of academic freedom

Her academic, teaching and leadership identities are overpowered by the lack of academic

freedom, students’ motivation, teaching resources and the hostile working environment:

When the 22/23 academic year started, | felt physically drained and tormented about
teaching. | did not know what to say. | wanted to ask them — Why are you here? |
struggled with getting access to materials, most sites were blocked. It was very hard
because the general “party line” of my university is “Russian is rubbish” and we can
only accept anything starting with an “r” under the sauce of the imperialist past,
which needs to be disposed of.

Her emotional labour and identity struggle are revealed by the use of key words
“tormented”, “drained”, “very hard”. The reference to the “party line” implies her critical
stance against the university’s authoritarian ideology, reinforced by the metaphorical use of

“sauce” in relation to the “imperialist past” for ironic effect.

e Subtheme: Critical positioning towards university radicalisation and

academic silencing

To further exemplify what she calls the “radicalisation” of the university policy towards

Russia, she tells a story of a senior and well-respected colleague:

He was well regarded in both Russia and the UK, as his area of expertise was unique
and his research well-publicised. He loved Russia with all his heart. He was invited to
read a series of open lectures to mark his retirement. But every time he started to
speak, the audience began to boo him. The most horrible thing was that even those
who considered this behaviour abhorrent and inappropriate were sitting with their
mouths shut and did not utter a word. It was painful and absurd.

The audience is positioned in two distinct ways: aggressive — those who “booed” the
professor, and passive — those who kept silent and allowed the booing. Her criticism of both

n u

is conveyed by the use of emotive adjectives — “abhorrent”, “painful”, “absurd”.
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The story’s resolution is slightly optimistic — she is encouraged by the fact that, unlike the rest
of the university, the IWLP is not so radicalised, causing her less stress and identity

regulation.

4.3.9.2. Positioning level two — the here-and-now of interaction

Theme — Leadership experience through curriculum review

e Subtheme: Critical positioning towards curriculum changes and non-

alignment with university values

| interrogate Svetlana’s positioning further with regard to her leadership in Russian
curriculum change. She is dismissive of the university policy of curriculum decolonising and

views it as a “fad”, another restriction of academic freedom.

We had the whole series of...What was it called? | want to say demilitarisation, no!
Decolonisation. Yes, exactly, decolonisation of Slavic studies. Nobody knows what it is.
But it sounds like a fad, being promoted on all platforms. | stopped participating in
those seminars. | even unsubscribed from all their newsletters. | feel as if | am forced
to endure penance for something | have not done. | found it rather tiring to wear this
guilty face at all times. And this is particularly hard here in the Anglo-Saxon world. My
colleagues teaching Russian in France do not feel the same pressure. They do not
have this overwhelming urge to divide everything into black and white, good and bad,
and point fingers at those who need to be condemned.

By deliberately misremembering the term, claiming it to be a “fad” and “nobody knows what
it is”, and stopping attending the seminars, she unsubscribes from the university values, thus

A

taking a critical, agentive stance against it. However, the keywords “penance”, “guilty face”,

“tiring”, “pressure”, and “condemn” suggest that she experiences identity struggle while

resisting the ideology of extreme categorisation.

4.3.9.3. Positioning level three — against societal discourses and research
questions

RQ1.

Svetlana positions herself as a post-heroic, pedagogically ethical leader (Andrews, 2016;
Northouse, 2020; Harris & Jones, 2019), whose agency is restricted by external factors —

geopolitics and institutional policies.

RQ2.
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Her leadership experience allows her to take a critical stance against the institutional policy
on cancelling Russian culture (Norris, 2023; Melnikova & Vasilyeva, 2024), the discourse of
institutionalised silencing and “othering” of Russian colleagues (Jones, A. et al., 2021) and

curriculum decolonising policy (Abu Moghli, 2021; Kamusella, 2024).
RQ3.

In the course of interaction, Svetlana takes an agentive stance against the discourse of
university radicalisation in times of political change (Whitchurch, 2012), resisting the
university’s values and ideology (Rintoul & Goulais, 2010) and claiming the out-group identity

(Taifel & Turner, 1978).

4.3.10. Basma

4.2.10.1. Positioning level one — against the story actors

Story 1. Theme: Leadership identity construction against the discourse of

immigration, motherhood

e Subtheme: Leadership learning from notable people and training

Basma reflects on her leadership development, evaluating her recent Aurora leadership

training and how relatable this experience was for her:

It was really good. The speaker was telling us about herself, how she started and what
made her a better leader, (.) and my fears were going out the window because | was
so impressed. She was talking about, (.) how the past made her a good leader, her
mistakes or her hardships in the past.

The female speaker is positioned as a notable person whose gender and gendered

experience are relevant to Basma’s leadership learning. The repeated use of the intensifier
“really” and the metaphor “my fears are going out the window” enhances her positive and
empowering experience. It also triggers her childhood memory of how she developed her

confidence:

My dad would always sit me next to him and ask me for guidance, for my opinion. It's
not because | was authoritative, but because he loved me to the extent that he
confided in me. So, | grew up in a place where | felt confident.

e Subtheme: Professional identity construction against the patriarchal

gendered discourse
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Having graduated with a degree in architecture, she could not work in this profession, and

teaching was the only choice to fit in with childcare when she moved to the UK:

When we moved to this country, straight away | started having children. You know,
after we got married (.) men were the world at that time. Men are the architects; it
wasn't that easy for a woman to do this career. So, | had to do something which
would fit with my children.

She invokes the gender difference discourse through the intersection of immigration and
motherhood. On the one hand, her agency has been constrained by the gendered cultural
discourse of the Middle East (Afiouni, 2014). On the one hand, she is empowered by the
confidence given to her by her family. Her narrative invokes traditional gender ideology
discourse with roles assigned to a woman as a homemaker and caregiver, and to a man as

“the architect” (Keddie, 2012).

e Subtheme: agentive positioning against immigration and unfair

employment discourse

Her professional identity is also constrained by the discourse of immigration. Having
completed her teacher training, she got a job at a university, while still feeling out of her

depth linguistically and culturally.

My English wasn't that good at this time. This was a big challenge. But | tried my best,
going back to the dictionary to look for the words | didn't understand at meetings. It
was hard, but then | became a teacher. | had very good feedback from my students. |
always spent a long time preparing for my classes.

Despite the challenges, she is keen on her development and professional learning - “going

back to the dictionary”, “spending a long time preparing for my classes”, and is proud of her

achievements — “I had very good feedback”.

The complicating action comes with the realisation that she was doing a full-time job while
employed on a 0.5 fractional contract: “I think the worst challenge was when you feel it's not
fair. When you feel it's not fair, you don't really progress.” The repetition of “it is not fair”

reinforces her frustration and critical positioning against the university management.

e Subtheme: Collaborative leadership identity constrained by the discourse

of uncertainty and career limitations
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However, she does not let the feeling overwhelm her and takes a proactive leadership role in
her team, winning approval from the senior management: “And this is when | started doing
better. | started helping others with their teaching, creating resources, using technology,
following good practice, peer observation and training.” The resolution comes with her
successfully applying for the coordinator’s position: “l put all the things that I've done in the

application, and my line manager supported me”.

Basma evaluates her leadership success in terms of the added financial value that she and
her team bring to the university, as the measurement of her achievement: “We aim to bring
more income to the university. So, we try to spread the word, go to the media, organise
events, courses. And we are good at it”. She positions herself as a collaborative, post-heroic
leader, projecting an in-group identity as indexed by the use of “we” and attributing success

to the team.
However, the coda reveals her concerns and uncertainty about her career progression:

| think that | can do well coordinating, teaching and learning. | can see myself as good
at mentoring. But what, where and how? This is a bit cloudy. It's not clear to me yet.
Especially at the language centre, we can't grow here at the language centre.

She reports identity regulation due to promotional and developmental constraints imposed
by the language centre, which delivers IWLP courses. Her agentive and aspirational identity
claim is conveyed linguistically through the anaphoric repetition — “I can see myself good at
it”. However, she is overpowered by the lack of prospects, revealed by rhetorical questioning

“What, where and how?” and the key words of uncertainty — “cloudy”, “not clear”, “we can’t

grow”, displaying the dilemmatic identity work.
Story 2. Theme: leadership identity construction through leadership learning
e Subtheme: Leadership identity challenged by self-doubt and imposter
syndrome

The narrative moves to leadership challenges. The abstract below states her main

professional challenge:

The main challenge | deal with is the teachers. | was one of them, | was a teacher like
them. So, there is some jealousy. Maybe they felt that this role should have been
given to them, maybe they have more qualifications than me.
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Basma’s positioning is dilemmatic — wishing to stay part of the group — “I was one of them”
and yet being an outsider — a coordinator. Her leadership confidence is challenged by the
perceived jealousy from her colleagues. She also experiences self-doubt about her
professional qualifications, “maybe they have more qualifications than me”. Her self-doubt
leads to identity regulation due to “imposter syndrome” (Leick & Kdstner, 2024; Ramos et al.,
2021; Senior, 2020) and the tension between perceived and prescribed identities (Billot,
2010; Winter, 2009).

e Subtheme: Leadership learning against the discourse of ageism

Basma also experiences leadership through the intersection of culture and age:

Another challenge is our senior colleagues, some of them are 70, 80 years old. There
is pressure on me to know how to deal with them. My role is to observe classes and
make sure everything is going well, make sure that they are performing well in their
classes.

She sets the story scene in the orientation using negatively charged words “pressure”,
“challenge” and admitting her leadership struggle. The complicating action results in a

conflict situation:

Once, | had an experience with a teacher. | sent them an email after my observation. |
mentioned many good things, but also what they can improve. So, he sent me a
photo of his blood pressure. It is really sensitive when you have someone of a certain
age, and they are trying their best. They make mistakes, but they do not want anyone
to tell them anything. So yeah, that was one of the challenges.

She positions her older colleague as someone who reacts inappropriately towards critical
feedback and makes mistakes; however, her repeated reference to the colleague’s age

implies that Basma’s perception of old age is a competence failure.

e Leadership learning against the discourse of cultural gendered

stereotyping

Apart from the discourse of agism, she also invokes a gendered leadership discourse to
describe what she perceives as traditional Middle Eastern male-dominated culture in her

team:

This happened with two male teachers. They can't take anything from a woman. But |
don't want to assume this, | just feel it. | have this feeling because they are male. It's
not because they want to assert their authority, but they feel upset when a woman
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talks to them in a certain way or gives them some tasks to do. So, they feel
uncomfortable with that. | don't know if it's something to do with our Middle Eastern
culture.

The story sheds light on leadership development through situated learning (Kempster &
Stewart, 2010) and gendered discourse. She is reluctant to label her experience explicitly as
sexism-in-action — “they can’t take anything from a woman”, “they feel upset when a woman
talks to them in a certain way or gives them tasks” but instead uses parenthetic repetition of
“I feel”, downgrading her experience of sexism in the workplace (Jones & Clifton, 2018).
However, the story highlights her identity work against the discourse of gender dominance

(Coates, 2013) and cultural gendered stereotyping on the grounds of her ethnic and

gendered identity (Shouwunmi et al., 2019).

llI

The resolution reveals the lesson she learnt and applied to her leadership development:
learned the lesson that it's better to speak than send an e-mail because the way you read it
in an e-mail is different from when you hear it. So, | try to talk to the teachers.” Thus, the

story illuminates Basma’s acquisition of self-knowledge and the constructing of an authentic

leadership identity (Shamir & Eilam, 2005) against adverse conflict situations.

Story 3. Theme: Academic identity construction against the discourse of

motherhood and misogyny

e Subtheme: Juggling motherhood and academic aspirations

The gendered discourse of motherhood in academia comes into focus through the

intersection between personal and professional aspects of her career development.

The abstract outlines her current positioning as a proud mother of five children, who have
grown up to be successful professionals: “One is a manager; the other one is a physics
teacher; the third one is a lead radiographer, the fourth one is a pharmacist, the last one is

still studying.”

This contrasts with the orientation, describing the challenges she experienced when writing a

book while the children were small:

It was tough when they were young, but at the same time, it was rewarding. (.) When
a child wakes up at night, it was the time when | was writing my book. So, | wake up,
feed them, then | start working at midnight. Sometimes until 2, 3, or 4 in the
morning. | enjoyed it. | did not find it stressful. | liked it because | thought | was doing
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something good. But the fact that what was written did not reach many people, that
hurt.

Although she evaluates the experience as “tough”, she finds it “rewarding” too, as she
combined motherhood with writing a textbook, taking a positive stance as an academic
“doing something good”. However, the experience is problematised by the outcome, causing

her identity stress “that hurt” — her academic work did not reach the intended audience:

| started writing, | got the funding for that, but unfortunately, there was no support. |
was thinking, | was going to work with the team. You know, you can't write a book by
yourself. You need support from the university. (.) There was no support.

In the complicating action, she positions herself as an emerging scholar whose agency is
downgraded by low self-confidence and a lack of support. The repetition of “there was no

”n

support”, “you can’t write a book by yourself” reveals the extent of her identity regulation.

e Subtheme: Academic identity construction against the discourse of

coloniality, ethnicity, gender and academic exclusion

The interference of the antagonist — a colleague from the language department — was

instrumental in cancelling the project and withdrawing the funding:

One of the lecturers from the language department. He was English, he had a PhD in
Arabic, and he reviewed the book and said “no”. But it was done behind my back, not
in front of me. | thought | could improve on what | had written. But the decision was
made without consulting me, and they decided not to go with the book.

She is positioned as an outsider, deprived of agency as evidenced by the choice of lexis:
“behind my back”, “not in front of me”, “without consulting”. Her academic competence is
also downgraded by the antagonist’s elevated academic status — a lecturer with a PhD from

the language department.

The story brings to the surface several problematic issues —the colonial legacy of Arabic
textbook writing by the non-Arabic authors; the centrism of English in academia, the
intellectual elitism and academic exclusion and the perceived rivalry between IWLPs and
language departments. Basma’s apt description of the antagonist as male, English, with a
PhD and from the language department brings her frustration into a sharper focus. Although
not explicitly, she makes an implicit claim of being marginalised on the grounds of her
educational and perceived intellectual inferiority, her language, ethnicity and gender

(Columbu, 2022; Moncrieffe, 2020; Kaseem, 2024).
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Story 4. Theme: Identity construction through the discourse of sexism and

intellectual elitism

The discourse of sexism and intellectual elitism is invoked through another story, in which
the male antagonist is also English with a PhD and was responsible for training and
development. Basma describes him as “very knowledgeable” and at the same time “highly
Ill

critical” of the female teachers, who were on the training course with her:

Most of the teachers were mums. They had lots of responsibilities, and he always told
us to read these six books, about 1000 pages long. He was treating us like, you know,
we were stupid. But don’t expect a woman who is taking care of kids, waking up in
the middle of the night, and feeding them. You don't expect her to have read the
same number of books. And this was one of the things that | did not like.

The story’s orientation positions her as critical and, at the same time, agentive within the
discourse of gendered intellectual elitism. While accepting her educational limitation due to
caring responsibilities, “You don't expect a woman to have read the same number of books”,
she objects to being undermined professionally by a male colleague, who downgrades her
intellectual status: “This was one of the things that | did not like because he was treating us
like we were stupid.” By using the collective “we” pronoun, she also claims solidarity with
other women in her position, constructing her academic identity against the discourse of
gendered and educational inequality. She experiences a double burden — the pressure of

wanting to be good at both being a mum and an academic (Morley, 2013, 2014).

The complicating action positions Basma as an agentive figure who finds a creative way to

make a stance against misogyny:

| am a poet, so | wrote a poem “against” him. And | read it in front of the teachers,
and they all clapped; they were very happy. | think maybe at that time he also
laughed, and he clapped like them, but he did not like it. So, | told him what | thought,
but in a poem, a classical poem, a nice poem. | did that.

Basma aligns herself with a postfeminist discourse of choice, in contrast with her male
antagonist’s overt criticism towards her and her female colleagues; she acts creatively and
covertly. However, her poem “against him” achieves the desired effect — the humour and
laughter hurt him - “he laughed, and he clapped, but he did not like it”. The story illuminates
Basma’s leadership experience, in which she builds a strong in-group identity and solidarity,

acting on behalf of the group of female teachers with professional and caring responsibilities.
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The narrative brings to the fore the discourse of sexism in academia, obscured by the
postfeminist discourse of choice. Basma chooses to perform a creative academic identity
while undergoing agency limitation through a masculine, sexist discourse of intellectual

dominance (Lewis et al., 2017; Gill, 2008).

The evaluation brings us back to her unfulfilled academic ambition: despite the lack of
support, she completed the book. However, it is not being used by the university, leaving her
disempowered and unfulfilled: “Something is missing. | feel | can do more, but without

support, this part of my life is missing”.

As a middle manager, who does not have a contractual obligation to do scholarship activities,
she is positioned as a third space academic (Whitchurch, 2012), whose identity is regulated

by wishing to progress academically yet being restricted by the lack of support.

4.3.10.2. Positioning level two — the here-and-now of interaction

Theme: In-group/out-group identity construction in a competitive

organisational context

In relation to the interviewer, Basma positions herself as an empathetic and collaborative
interlocutor. As we both work in similar institutional structures, she confides in me about the

competitive relationship between the IWLP and the language department:

The department is not working well with the IWLP. They do not welcome us; they
always see us as competitors. They concentrate on grammar and reading. But their
students are not good at speaking. So that's why, when we have our open days, when
we have our tasters, we always see the competition. And even once on the open day,
they were standing in front of our display, hiding us.

She performs an in-group identity with the IWLP and the out-of-group with the language
department in the “us-versus-them” opposition. She aligns herself with the culture of her
organisation, claiming educational and marketing success, in opposition to the perceived
pedagogical and commercial failure of the language department. Basma positions the
language department as a rival who does not wish to collaborate with IWLP at an
organisational level, “they are not working with us,” and the physical level, “they were

standing in front of our display, hiding us”.
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4.3.10.3. Positioning level three — against societal discourses and research
questions

RQ1.

Basma constructs her professional identity through the intersection of gender, immigration,

motherhood, and leadership learning discourses.

She constructs her leadership identity through situated leadership learning (Kempster &
Stewart, 2010), against ageism (Redman & Snape, 2002) and “imposter syndrome” discourse
(Leick & Kostner, 2024; Ramos et al., 2021; Senior, 2020), experiencing tension between

perceived and prescribed identities (Billot, 2010; Winter, 2009).

As an emergent, post-heroic leader (Kempster, 2006), she experiences identity regulation
(Alvesson & Wilmott, 2002) due to the discourse of uncertainty and the glass ceiling

(Williams, 2014) restricting her agency.
RQ2.

She aligns herself with the postfeminist neoliberal discourse of choice (Gill, 2014),
empowered by the gendered leadership learning experience through Aurora training. At the
same time, her professional identity is constrained by the traditional patriarchal discourse of

gender ideology (Keddie, 2012; Afiouni, 2014) and immigration.

She develops authentic leadership qualities (Shamir & Eilam, 2005) by being agentive against
the discourse of sexism-in-action (Jones & Clifton, 2017) and cultural gendered stereotyping

(Shouwunmi et al., 2019).
RQ3.

Basma’s academic identity is fragmented and dilemmatic — her agency is constrained by the
discourse of motherhood in academia (Cotterill & Letherby, 2005), coloniality and silencing
(Columbu, 2022; Moncrieffe, 2020; Kaseem, 2024), gender dominance (Sunderland, 2004;
Coates, 2013) and academic misogyny (Sharp & Messuri, 2023; Morley, 2011).

At the same time, by aligning herself with the postfeminist and neoliberal discourse of choice
(Gill, 2008), she makes an identity shift from dilemmatic to agentive, performing success
through creativity against the masculine, sexist discourse of intellectual dominance (Lewis et

al., 2017; Gill, 2008).
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4.4. Conclusion

The analysis has revealed similarities and differences in the women’s positioning due to their
professional and educational backgrounds, career expectations and cultural perceptions
related to gendered, national and ethnic identities. They perform identity work against a
variety of discourses, which are relevant for some and insignificant for others. The

comparison in their positioning is presented in the discussion chapter.
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CHAPTER 5. DISCUSSION

5.1. INTRODUCTION

Using a feminist poststructuralist framework, this study has explored the leadership
experience of ten female middle managers of Arabic and Russian origin in the context of
IWLP. Using a multiple case study approach and narrative inquiry methodology, | applied a
combined approach to thematic, positioning and narrative analysis of the dilemmatic identity
to generate rich data and uncover the participants’ identity work. The study addresses the
gap in the literature on dilemmatic gendered leadership identity construction in the UK
higher education sector. In doing so, this thesis aims to understand the complexities of

women’s leadership learning through the intersection of personal and professional.

The purpose of this chapter is to discuss the results and link them with the relevant literature
and theories outlined in Chapter 2. | will summarise the findings and draw connections to
the previous empirical studies. | will also build upon the insights from the theories and
concepts which frame my study to emphasise the significance of the data and the
transferability of results. The discussion will also highlight new findings that have

implications for future research. Finally, | will further reflect on my positionality.

To further discuss the findings, | will explore the commonalities and differences in the way
women shape their leadership identities. While each of the ten cases is unique, there are
common themes and discourses which bind them together. The discussion is segmented into
three sections, each addressing one of the research questions. Within these sections, | have
identified the societal discourses within which the participants construct their leadership

identities.

5.2. RQ1. HOW IS FEMALE LEADERSHIP IDENTITY CONSTRUCTED IN THE
CONTEXT OF THE INSTITUTION-WIDE LANGUAGE PROGRAMMES OF UK
UNIVERSITIES?

The analysis reveals that all participants construct their identities through storytelling and
interactive positioning against a range of discourses in the context of IWLPs. Their narratives
reveal many similarities, but also nuanced differences in positioning against these discourses,
resulting in identity work. Most participants construct their professional identities through

the intersection of the discourses, which emerged from the analysis and are presented in
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Figure 5.1. The next sections will summarise how these discourses interact with identity

work.

Figure 5.1. Societal discourses emerged from positioning analysis
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5.2.1. LEADERSHIP IDENTITY CONSTRUCTION THROUGH THE INTERSECTION OF
IMMIGRATION, ACADEMIC STATUS, GENDER, ETHNICITY, LANGUAGE AND AGE

The study’s findings on the intersectional nature of leadership identity construction are
consistent with the Feminist poststructuralist theory of existing societal power imbalance
and marginalisation concerning gender, race, class, ethnicity and other identity aspects

supported by the literature (Blackmore, 2013; Gill, 2016; Showunmi, 2022; Weedon, 2006).

Mona, Nina, Margarita, Nuria, Aadab and Basma construct their leadership identities against
the discourse of immigration. Within this context, Nina, Margarita and Basma also
experience imposter syndrome (Leick & Kostner, 2024; Ramos & Wright-Mair, 2021), leading
to identity regulation (Alvesson & Wilmott, 2002) and tension between perceived and
prescribed identities (Billot, 2010; Winter, 2009). Closely linked to the discourse of
immigration is the discourse of academic elitism and intellectual power hegemony (Evans,
2015), leading to non-native speakers of English being marginalised (O’Regan, 2021).
Academic elitism becomes visible through the invocation of the sexist discourse of
intellectual dominance (Lewis et al., 2017; Gill et al., 2016), resulting in identity loss (Le
Gallais, 2009; Hanson, 2009) and covert discrimination on the grounds of gender and
academic status (Ayala-Lopez, 2018; Kebabi, 2024; Jones, A. et al., 2021), as revealed by

Aadab, Margarita, Jaleela and Basma.

The interplay between immigration, academic status and gender also involves ethnicity.
Mona, Aadab, Margarita, Jaleela, Svetlana and Basma position themselves agentively against
the discourse of institutionalised “othering” and covert ethnic discrimination (Jones, A. et al.,
2021). The discourse of academic exclusion is made explicit by Aadab, Margarita, Svetlana
and Jaleela, who reference not being part of the club, the old boys’ network and being

outsiders within a hierarchy with no space for them.

Within this context, Aadab also reports gender and cultural tokenism, “box-ticking” and
covert institutional discrimination based on race, ethnicity, gender and language (Arday,
2018; Coleman et al., 2023; Faheem & Rahman, 2024; Heslop-Martin, 2024; Weekes et al.,
2024). Margarita, Mila and Basma also encounter the discourse of ageism in their leadership
practice (Redman & Snape, 2002). However, there is a significant difference in their
positioning. Margarita positions herself agentively against being discriminated against on the
grounds of her young age. At the same time, Mila and Basma exhibit ageism in relation to

their team members and experience leadership struggles and emotional labour. Thus, these
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narratives invoke the discourse of inequality through the intersection of gender, race,

ethnicity, academic status, immigration, language and age (Davies et al., 2006).

These findings confirm similar empirical studies on identity construction against the
discourse of academic elitism and neoliberal performativity (Evans, 2015), privileging English
native over non-native scholars by peer reviewers (Brutt-Griffler, 2008; Horn, 2017). The
studies of sexist discourse in the work settings, obscured by post-feminism (Gill et al., 2016;
Jones & Clifton, 2018) and neoliberal performativity of choice through the intersection of

gender and class (Sgrensen, 2017), also confirm my results.

The data from autoethnographic studies of imposter syndrome because of oppression by the
neoliberal university system also validates my findings (Ramos & Wright-Mair, 2021; Breeze,
2018; Wilkinson, 2020). Othering and exclusion as institutionalised practices in Australian
universities have produced similar results (Jones, A. et al., 2021). Eurocentric intellectual
colonisation practices and marginalisation of ethnic minority academics have been observed
in the case study in a UK university, confirming my research (Tamimi et al., 2024). However,
other studies of professional identity through the intersection of ethnicity and gender reveal
reverse gender bias and positive development for women of migrant origin (Jacobs et al.,

2022).

To conclude, the narratives substantiate the feminist poststructuralist claims that women are
confronted by the discourse of inequality through the intersection of gender, race, ethnicity,
academic status, immigration, language and age (Davies et al., 2006). However, the study
also pointed to the difference in women’s positioning ranging from agentive to powerless in
relation to institutional discrimination, gender, cultural tokenism and sexism. This highlights
the significance of an individualised, nuanced and culturally specific approach to narrative

identity construction, which can be achieved through a feminist poststructuralist lens.

5.2.2. LEADERSHIP DEVELOPMENT IN THE CONTEXT OF MIDDLE EASTERN AND RUSSIAN
CULTURAL AND GENDERED DISCOURSE

The findings in this section reflect the claims of research into women in leadership positions
constrained by societal norms and perceptions and traditional gender ideology permeating
Russian and Arabic cultures, as reviewed in Chapter 2 (Alsubaie & Jones, 2017; Ashwin, 2000;
Cotter et al., 2001; Kuzhabekova & Almukhambetova, 2017; Tariq & Syed, 2017; Ramadan,

2022; Zherebkina, 2003). However, the results of this study fill the gap in research on how
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the Arabic and Russian cultural societal expectations interact with leadership development in

the UK university context.

All Arabic-speaking leaders experience leadership in the context of Middle Eastern cultural
and gender discourse (Gramsci et al., 1971; Afiouni, 2014). Some feel empowered by this
discourse. For example, Mona’s leadership development through the intersection of culture
and ethnicity makes her a culturally sensitive and ethically responsible leader (Northouse,
2015). Jaleela is also positioned as a culturally astute leader who adapts her leadership style

to the cultural context of her team.

Some develop leadership in opposition to the discourse of gender dominance (Sunderland,
2004) by performing emancipatory leadership roles, as in the case of Faizah, who rebels
against the constraints of her patriarchal upbringing and marriage. She aligns with the
postfeminist discourse of choice (Gill, 2014), expressing pride in her newly acquired
leadership status. Her emerging agency empowers her to push cultural gender boundaries
and develop autonomy and independence against the discourse of misogyny (Koburtay &

Abuhussein, 2021).

Others are constrained by the traditional patriarchal discourse of gender ideology (Afiouni,
2014; Keddie, 2012) and experience sexism through cultural gendered stereotyping on the
grounds of their ethnic and gendered identity (Shouwunmi et al., 2019). The example of
Basma’s interaction with her male team members of Middle Eastern origin, who refuse to be
led by a woman, reveals her identity work in countering the discourse of sexism (Savigny,

2014).

Some Russian-speaking leaders develop leadership against the discourse of gender inequality
(De Welde & Stepnick, 2023), obscured by the neoliberal discourse of choice (Jones & Floyd,
2024). While aligning with the postfeminist discourse of difference (Gill, 2014), Nina is
mentally constrained by the traditional cultural gendered discourse of second shifting
(Hochschild & Machung, 2012): performing the role stereotypically assigned to her by society
in addition to her professional role due to being a lower earner in the family. Thus, her
alignment is contradictory — on the one hand, she claims privileged positioning to be able to
enact multiple identities of being a mother, a wife, an academic, a teacher and an
educational leader, yet on the other hand, she is constrained by the gender difference

discourse (Litosseliti, 2014).
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However, all participants develop authentic leadership (Shamir & Eilam, 2005) by being
agentive against the discourse of gender dominance (Coates, 2013) and cultural gendered

stereotyping (Sowunmi et al., 2019).

The narratives of TED talks by female leaders negotiating the relationship between
patriarchal gender order and traditional gender roles while confronting discriminatory
practices at work reaffirm these findings (Schnurr, 2022). The empirical feminist study of
female Russian-speaking academics negotiating work/life balance after migration to the UK
and Germany, constructing the post-Soviet superwoman identity, also confirms the findings
of this thesis (Antoshchuk & Gewinner, 2020). Other studies of sexism-in-action being
ignored by women due to their postfeminist stance also reveal findings similar to my

research (Clifton & Jones, 2018).

By applying social role (Eagly & Wood, 2012) and critical race theories in education (Amiot et
al., 2020; Jones et al., 2012) to leadership development in the previously unexplored context
of a UK university, the study sheds light on how women agentively overcome the constraints
of gendered stereotyping, misogyny and gender dominance. Following Morley’s (2014) call
for inspiring diversity in educational leadership, the findings of this study confirm the need
for further research into the interaction between cultural and racial societal perceptions and

leadership aspirations of the underrepresented minorities in UK universities.

5.2.3. LEADERSHIP IDENTITY CONSTRUCTION AGAINST THE DISCOURSE OF MOTHERHOOD IN
ACADEMIA

The findings of this study confirm that one of the key problematic areas of leadership for
women in academia is career limitation due to conflicting demands placed upon women

through the intersection of personal and professional discourse.

Motherhood in academia discourse has been instrumental for the participants’ identity
construction. Although Nina claims privileged access to academic and financial capital due to
being able to pursue scholarship activities in her spare time, she takes a critical stance
against the organisation exploiting women on fractional contracts who are handling
unmanageable workloads (Morley, 2013, 2014). Nina’s frustration at the promotional
barriers due to her childcare responsibilities is aptly conveyed by the “cut wings” metaphor.
She also makes a claim against the postfeminist discourse of difference (Lewis, 2014) and
autonomy (Gill, 2014) by admitting women'’s higher vulnerability than men’s due to multiple
responsibilities.
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Faizah had no choice but to return to full-time work after two months of maternity leave for
fear of losing her job. Although she is assertive in her claim of handling the double burden
(Cotterill & Letherby, 2005) of motherhood and academia well, referring to herself as a
fighter, she doubts she would do it again, making a generational reference (Favero & Heath,

2012).

Although of a different generation, Margarita experiences a similar inflexible workload
allocation. Returning from maternity leave, she feels overburdened by her position between
two greedy organisations — family and university (Jones & Floyd, 2024; Morley, 2013, 2014).
Just like Nina, Margarita’s stress manifests itself physically and mentally, forcing her to seek

help.

At the same time, Basma, who also encounters motherhood in academia discourse, finds a
way to counter it by performing solidarity with other women on her training course, making
a claim against academic misogyny (Morley, 2011; Sharp & Messuri, 2023). Similarly to
Faizah, she counteracts the discourse of motherhood by claiming to be a fighter and writing a
textbook at night between feeding children. However, unlike Faizah'’s, hers is not a story of
academic success — without peer support, her agency is downgraded and the book rejected,
knocking her confidence and causing identity stress. Thus, although Nina, Faizah, Margarita
and Basma are impacted by motherhood in academia discourse, they encounter it
differently: some making agentive claims against it and some submitting to the constraints of

this discourse and experiencing identity stress and regulation (Alvesson & Wilmott, 2002).

The large-scale study of female academics on maternity leave who are forced to maintain
academic productivity within the neoliberal university discourse echoes my investigation of
women in academia (Jones & Floyd, 2024). My findings also confirm the research based on
interviews with manager-academics from 16 UK universities who are disadvantaged in career
progression due to their gender and motherhood (Deem, 2003). Another empirical study
revealing that senior leadership positions are incompatible with caring responsibilities

(Grummell et al., 2008) also resonates with the results of this investigation.

The data from this study contributes to feminist poststructuralist theory of leadership by
offering valuable insights into the different ways women confront motherhood in academia
discourse through solidarity and creativity. At the same time, they experience a high level of

identity stress and regulation as a result of being caught between the discourses of
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motherhood and leadership. These findings point to further research into power relations

and gendered practice in UK universities within culturally specific contexts.

5.2.4. IDENTITY CONSTRUCTION THROUGH LEADERSHIP LEARNING

As outlined in the literature review, women learn leadership through a combination of
training, mentorship and experience, while performing femininity (Elliot & Stead, 2008),
emerging as change agents (Harris & Jones, 2019) and at the same time experiencing role
incongruity and backlash for displaying power (Brescoll, 2011; Eagly & Karau, 2002). The
findings of this study reflect these claims but also reveal the key problem the participants

experience due to the lack of managerial support.

The women share their leadership learning experiences as mostly positive and gendered.
Some feel empowered through formal Aurora training and mentorship for female leaders.
Jaleela claims to have benefited from the programme, which gave her confidence. However,
she is also critical of the half measures of this training; there is no support for her long-term
objectives. At the same time, Basma found the training inspirational and could relate to the
female speaker as a notable person, whose gender and gendered experience were relevant

to Basma’s leadership learning.

Other women learn leadership through professional scaffolding — continuous professional
development (CPD), feedback, observations and performing a different, imaginary identity, as
in Mona’s case. Meanwhile, Aadab admits to learning leadership through self-knowledge
(Shamir & Eilam, 2005), rather than formal CPD. For some, learning from notable people
(Kempster, 2006) and learning to trust, delegate and collaborate during a critical period in
their careers made their leadership experience distributed and gendered (Fletcher, 2004;
Northouse, 2020). The empirical study of educational leadership learning through critical

incident and gendered discourse aligns with these findings (Acker, 2012).

Nina wishes to be different, learning leadership against the discourse of anti-establishment
(Banet-Weiser et al., 2020), and stereotypical positive and negative female leadership role
models, such as female academics constrained by traditional patriarchal gender discourse in
post-Soviet Russia (Kuzhabekova & AImukhambetova, 2017). Meanwhile, Mila is assigned a
leadership role as the most competent teacher in the team, learning leadership against the
discourse of pedagogical incompetence. Both women, however, are reluctant leaders and
never learn post-heroic, distributed and collaborative leadership, lacking managerial support,

training and experience.
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Despite citing the lack of guidance and mentoring in gaining leadership experience, Margarita
learns a post-heroic leadership style through solidarity and collaboration with her colleagues,
leading a campaign for fair employment. She develops agency through situated learning
(Kempster & Stewart, 2010) against the discourse of age and gender discrimination (Redman
& Snape, 2002). Aadab, Mona and Faizah have learned to lead by building relationships with
their teams, developing trust and good faith. They become empathetic and feminine post-
heroic leaders (Fletcher, 2004; Northouse, 2020), empowered by the gendered and authentic
leadership learning (Elliot & Stead, 2008).

Despite lacking managerial support for their own development, Aadab and Jaleela are
proactive in training their team members in technology and mentoring their scholarship
activities. Jaleela feels proud of organising the academic writing retreat for her team. Thus,
most women learn to lead by influencing others to achieve pedagogic excellence (Andrews,

2016; Northouse, 2020; Harris & Jones, 2019).

The findings suggest that although investments into leadership training programmes, such as
Aurora, are worthwhile and generally met with a positive response, as evidenced by the
literature (Debebe et al., 2016; DeFrank-Cole et al., 2014, 2016; White, 2003), they do not go
far enough. Further mentorship is needed to support individual women in their long-term
leadership objectives (de Vries, 2011; de Vries et al., 2006; Doherty and Manfredi, 2010;
Searby et al., 2015). This is particularly evident in this study, which views leadership learning
through the intersectionality of gender, culture and ethnicity. The findings confirm that more
long-term mentorship, guidance and support are needed for emergent leaders of immigrant

status who represent ethnic and cultural minorities.

The main theoretical implication of these findings is the empowerment that women leaders
gain from gendered, authentic and situated leadership learning through notable persons,
solidarity and experience. In this sense, the study advances the synthesis of two theories:

feminist poststructuralism and educational leadership applied to identity research.

5.2.5. LEADERSHIP IDENTITY CONSTRUCTION AGAINST THE GLASS CEILING DISCOURSE

The findings of this research largely confirm previous research into the barriers preventing
women’s career progression. While aligning themselves with the postfeminist discourse of
choice (Gill, 2014), the women in these studies often experience a lack of confidence and the
glass ceiling effect of the institutional hierarchy and control (Cotter, 2001; Mullany, 2022;

Williams, 2014), which restricts their agency, leading to identity regulation (Alvesson &
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Wilmott, 2002). However, the impact of the glass ceiling in the current study differs for each

narrative and yields different results.

Nina’s experience of being overpowered by the hierarchical organisational structure
(Williams, 2014) leaves her undervalued and unrecognised as a “cog in the machine”. While
Aadab’s scholarship achievements have been dismissed by the promotional panel as not part

of her role, highlighting her hybrid role insecurity (Whitchurch, 2008).

Margarita’s glass ceiling effect is felt through the loss of her academic identity and the failure
of the university to inform her of upcoming promotional opportunities. Jaleela’s promotional
aspirations are constrained by the discourse of managerial hierarchy, while Basma is
overpowered by the lack of prospects at the Language Centre. Thus, the women in this study
perform leadership against the discourse of the glass ceiling and uncertainty about the

future.

The findings from an integrative review of studies on migrant women from minority
backgrounds in academic leadership progression are in line with the findings of this thesis
(Coleman et al., 2023). They are also supported by the study of UK university EDI policies and
individual experiences of academics from diverse ethnic backgrounds progressing to
leadership (Heslop-Martin, 2024). The case studies of women'’s leadership careers in
international educational contexts and female leadership progression constrained by the
gendered management discourse also uncover similar glass ceiling or glass walls effect

moderated by culture (Acker, 2014; Cubillo & Brown, 2003; Kloot, 2004).

However, another leadership identity study conducted in a gender-sensitive Turkish
university setting renders different results (Isik-Guler & Erdogan-Ozturk, 2022). The glass
ceiling effect experienced by women is linked to the masculine community of practice,
contrary to the findings of this thesis related to hierarchical organisational structure and

contractual regulations.

Thus, in line with poststructuralist theory, this study reveals that gender is not the only factor
preventing women from progression within the academic world. The managerial hierarchy,
the lack of career prospects within the IWLPs, contractual limitations and the loss of
academic identity due to migration status are the most cited career challenges for the
participants. The study suggests that more support is needed at the IWLP level for women to

progress, including the review of organisational structure and employment contracts.
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5.2.6. MIDDLE MANAGERS’ LEADERSHIP IDENTITY CONSTRUCTION AGAINST THE
DISCOURSES OF NEW MANAGERIALISM AND GOVERNMENTALITY

The dilemmatic nature of the participants' middle manager’s identity is invoked by the
discourse of neoliberalism (Ball, 2012; Deem, 1998; Gill & Scharff, 2011), governmentality
(Morrissey, 2013) and new managerialism (Hill & Kumar, 2009; Lynch, 2014; Lynch &
Ivancheva, 2015). The findings confirm the reviewed literature of middle managers
confronted by the discourse of contractual inequality (Calvert et al., 2011; Sutton, 2015;
Winter, 2009). This study also contributes to the dilemmatic identity theory, demonstrating
how and why the participants shift their positioning between being critical of some

organisational values and being complicit with the managerial discourse.

Thus, Mona aligns with the discourse of the commercialisation of universities (Collini, 2017).
Yet, she is critical of the departmental policy of marginalisation of Arabic as commercially less
viable than the European languages, as reflected in previous studies (Drobnik-Rogers &
Torres, 2024; Soliman & Khalil, 2024). She also makes a stance against power imbalance and
contractual inequity of the teachers in her team. Thus, she performs dual solidarity with both
the team and the management, projecting a dilemmatic in-group/out-group identity (Taifel &
Turner, 1978) against the discourse of coloniality and silencing (Columbu, 2022; Moncrieffe,

2020; Kaseem, 2024; Ramadan, 2017).

In contrast to Mona’s dilemmatic stance, Nina positions herself as overtly critical of the
contractual inequality of her colleagues on zero-hour and fractional contracts. In the same
vein, Aadab, in her position as a middle manager and a union representative, is resistant to
the discourse of governmentality (Foucault, 2018; Gray et al., 2018; Morrissey, 2013). She
cites the application of SWARM (Simple Workload Allocation and Resource Management) to
the workload allocation as a bureaucratic, exploitative tool and campaigns for fairer

workload distribution on behalf of her team.

Most women act agentively against the organisational structure and develop strategies to
counter the management decisions, leading their teams to better working practices and
pedagogical excellence. Thus, Aadab is critical of the slow and chaotic response of
management to staff training. She counteracts the discourse of inefficiency by initiating
digital training for her team, which continues beyond the pandemic. Similarly, Mila
juxtaposes her digital competence against her manager’s inadequate response to training.

Meanwhile, Margarita confronts the new managerial discourse (Lynch, 2015) by leading her
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team in a campaign for better contractual conditions and fair pay, a positive outcome of

which is empowering.

All women experience identity manipulation (Preston & Price, 2012) and identity struggle
(Alvesson & Willmott, 2002) as middle managers. While attempting to be agentive in their
leadership, they are constrained by the lack of support and unmanageable workload (Morley,
2013, 2014), resulting in emotional labour (Hochschild, 2012; Iszatt-White, 2009). The
metaphors some women use for self-expression make their struggle more visible: they range
between “giving blood” to “killing” and “burning” themselves at work, “sailing, floating and
sinking a boat”, “feeling the way in the dark”, “keeping head above water” and “being on thin

”

ice”.

The women are either ignored, dismissed or only partially supported by the organisation,
revealing different stages of institutional neglect towards middle managers (Floyd, 2016).
Nina and Aadab are denied workload allocation for the scholarship. While Nina navigates her
leadership “on thin ice”, Mila is disempowered by the lack of support for her pedagogic
creativity. Faiza claims that the support offered is inadequate. Aadab refers to the formality
of support as lip service and a box-ticking exercise. For Margarita, Jaleela and Basma,
institutional neglect is manifested in being rejected as academics through a lack of mentoring

or time allocated to scholarship development.

As middle managers, the women are often conflicted between being part of the teachers’
team and performing leadership roles and developing “us” versus “them” identities (Davis et
al., 2014). Their positioning is often dilemmatic: wishing to be part of the team and yet being
outsiders. For example, Basma subscribes to the values and culture of IWLP in opposition to
the language department. At the same time, she experiences imposter syndrome and self-
doubt due to perceived jealousy from her team members. Mona claims a strong cultural
alliance with her team against the management’s marginalisation of her language and her

team, yet she supports the departmental commercial policy.

Other participants resist organisational values (Rintoul & Goulais, 2010) and assert
themselves as outsiders within the organisation, claiming the out-group identity (Taifel &
Turner, 1978) through non-alignment with the organisational culture. Thus, Svetlana takes an
agentive stance against the discourse of university radicalisation in times of political change.
Aadab, Jaleela, Margarita and Basma also question their loyalty to the institution due to

being excluded from the academic discourse on the grounds of immigration, motherhood
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and role limitation, while balancing between imagined (scholarly) and prescribed

(managerial) identities (Billot, 2010; Winter, 2009).

As middle managers, they perform hybrid identities (Whitchurch, 2008) against the discourse
of hierarchical managerial culture (Davis et al., 2014), positioned as third space professionals
(Burchielli et al., 2008; Whitchurch, 2008). All women experience role unpredictability

(McNaughton & Billot, 2016), gleaned mostly from the narratives of Aadab, Faizah, Margarita

and Nuria, who are burdened with heavy workload, stress and anxiety.

All participants in the study experience role ambiguity. Mila, as a reluctant middle manager
(Scase & Goffee, 2017), values her teaching autonomy above all and is constrained by heroic
leadership discourse (Clifton, 2017; Eddy & VanDerLinden, 2006). Nuria, as an accidental
leader (Floyd, 2016), becomes a manager due to organisational restructuring (Beck & Young,
2005), while Nina, as an appointed manager, balances between the roles of academic
manager and managed academic (Whitchurch, 2008). Their dilemmatic and fragmented
identities’ work (Bamberg, 2006) results in identity control and role incongruity (Alvesson et

al., 2008; Brescoll, 2011; Hochschild, 2012; Eagly & Karau, 2002).

Nuria reports a loss of managerial identity due to not having a voice in decision-making.
Faiza, Margarita, Mila and Jaleela are also positioned as not being heard by the university
management. As middle managers, they often shift between being agentive actors and
undergoers, questioning their role while managing the teams without authority. All the
women interviewed revealed that their problematic leadership experience was encumbered
by the middle manager’s role limitation and ambiguity. They claim the lack of agency and

disempowerment in performing leadership due to the lack of authority.

Their narratives point to the widening gap between the organisation and the middle
managers, constructing their identities against the neoliberal discourse of autonomy (Gill &
Scharff, 2011). The workload intensification, institutional neglect and role ambiguity findings
concur with previous research on the lack of support for middle managers (Floyd &
Dimmock, 2011) and the pressure of balancing between new managerialism and academic
values (Meek et al., 2010). The formulaic approach to training middle managers to maintain
the top-down managerial “us versus them” culture (Davis et al., 2014, p.9) has also been
documented in previous studies (Floyd, 2016). The empirical study of women academics in
three universities responding to the challenge of the new managerial discourse also relates

to my findings (Thomas & Davies, 2002).
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The results of this study contribute to middle management theory by highlighting the
challenges facing middle managers’ hybrid identity formation through the intersection of
gender, culture and ethnicity within the context of IWLP. The data suggest that, confronted
by the discourses of new managerialism and governmentality, the women experience role
ambiguity, which results in identity struggle. Thus, more structured support and intervention
are needed from the university management, particularly for female middle managers from

minority backgrounds.

5.3. RQ2. HOW IS LEADERSHIP EXPERIENCED THROUGH INTERACTION
BETWEEN PROFESSIONAL DISCOURSES OF INSTITUTIONAL CHANGE AND
CURRICULUM REVIEW AND PERSONAL DISCOURSES OF GENDER, CULTURE, AND
ETHNICITY?

The participants’ leadership identities are shaped through the interaction between personal
and professional discourses. The narratives invoke the discourses of institutional change and
curriculum review as the most significant factors in the women’s leadership experience

through the intersection of gender, culture and ethnicity.

5.3.1. Leadership experienced through institutional change

The challenges of institutional changes confronting the participants have been categorised
into several elements: new role expectations, technological innovations and the increased
layers of management control, confirming some previous scholarship findings (Billot, 2010;
Briggs, 2007; Deem & Lucas, 2007; Smith, 2010; Sutton, 2015). However, the thesis reveals a
new finding concerning the middle manager’s identity shift due to the transfer from teaching

only to an academic contract in the context of the IWLP.

5.3.1.1. Contractual change

The most significant change affecting women is the transfer from teaching only to the AEP
(Academic Education Pathway) contract, which incorporates elements of teaching, leadership
and research. All participants expressed anxiety about the new role expectations, but for
different reasons. For example, lacking a strong academic background, Mona doubts her
ability to lead the team in scholarship development, while Nina, a managed academic
(Winter, 2009), is frustrated by the lack of managerial support for her role. Aadab refers to
herself as a trapped academic (Cummins, 2017) performing three roles for the same
remuneration, while Margarita, Jaleela and Basma cite increased workload and the lack of

academic mentoring as the main problems resulting from a contractual change.
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Jaleela’s reference to research being undervalued by the management and Mona and Nina’s
concern about the broad parameters of this pathway sum up the neoliberal (Hill & Kumar,
2009) nature of this contract. The employees are given the freedom to engage in all three
activities — management, teaching and scholarship yet they are not enabled to do so by the
organisation and fail in at least one of the roles. Although designed to reward and recognise
teachers/managers’ scholarship contributions, these contracts are governed by managerial
practices. Within the discourse of governmentality (Foucault, 2018; Gray et al., 2018;
Morrissey, 2013), institutions set targets and regulate workload allocation, as illustrated by
Jaleela’s reference to the limited time allocated to research. Nina is also critical of the
bureaucratisation of the AEP application process, which she brands a loss of human

resources.

5.3.1.2. Technological innovations and increased managerial control

The changes in organisational hierarchy and increased bureaucracy are another cause of
stress for the participants, identified most strongly by Nina, Mila, Jaleela, Nuria and Basma.
These organisational changes have led to agency limitation, role ambiguity (Schulz, 2013),
disempowerment and identity conflict (McNaughton et al., 2014; Hanson, 2009). The
technological innovations imposed on their roles are put into question by Mila and Nuria,
who count them as an infringement on their creative freedom. Mila metaphorically describes
the way her creativity could flourish in the organisation before the changes were introduced
as a “fairy tale in a swamp”. The additional layers of management control and the

compulsory use of Al in lessons leave her anxious and uncertain about the future.

While both Aadab and Nuria acknowledge that workload intensification, which started
during the pandemic with the turn towards digital pedagogy and has not subsided, they are
concerned about different things. Aadab is keen to implement new technology further, but
lacks managerial support, while Nuria questions the management's decisions to implement
more changes. Nuria's anxiety about the imposed changes is aggravated by the discourse of
illness (Winter, 2009; Calvert et al., 2011). She also experiences the loss of her institutional
identity due to the IWLP being merged with the language department, making her
employment position precarious. Her leadership positioning is compromised by the changes
in the organisation, which she is unable to control or understand. This leads to identity stress

and regulation (Alvesson, 2012).
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5.3.2. Leadership experienced through curriculum review
The findings uncover new knowledge in the way leadership identities are developed through
the process of curriculum decolonising review in line with the UK university policy,

contextualised by the specificity of the Russian and Arabic languages and cultures.

5.3.2.1. Curriculum decolonising versus postcolonial academic legacies
While most Arabic-speaking participants align themselves with decolonising and decentring
discourse in teaching Arabic, as reflected in the reviewed literature (Arday et al., 2020; Shain
et al., 2023), they also question the university policy of curriculum decolonising as a “fashion
fad” (Abu Moghli, 2021). Aadab is critical of her university's policy for curriculum
decolonising, which is Eurocentric in its essence and excludes academic research in Arabic.
Thus, she makes a stance against academic tokenism in favour of decolonising academic

traditions (Tamimi et al., 2024; Trahar et al., 2019; Richardson et al., 2024).

Basma reiterates Aadab’s standpoint against the centrism of English in academia and
particularly against the colonial legacy of Arabic textbook writing (Columbu, 2022;
Moncrieffe, 2020; Kaseem, 2024). The story of her textbook, which she wrote at night while
feeding her children and which was later rejected by an English professor, is illustrative of the
power imbalance, silencing and exclusion in a postcolonial university that nevertheless
promotes a decolonising agenda. Similarly, for Mona, decolonising starts with recognising
the equal status of Arabic alongside other European languages by removing postcolonial

educational legacies (Soliman & Khalil, 2024).

The recent autoethnographic study of Muslim academics through intersectionality between
race, religion, class, and ethnicity reveals their experiences with Eurocentric curriculum,
imposter syndrome and tokenism, which are similar to my findings (Faheem & Rahman,
2024). The research into curriculum decolonising practices in a UK university conducted by a
Muslim scholar (Kassem, 2024) concludes that they do not go far enough in dismantling the

Eurocentric epistemic framework to achieve equitable results, which aligns with my findings.

5.3.2.2. Decolonising the Russian curriculum, what does it mean?

The investigation reveals a new interesting finding about Russian participants navigating the
curriculum review. They are confronted by differing ontological views of Western and Russian
scholars and by the current Russophobic tendencies in some UK academic circles (Lieven,
2000). The participants’ own positionings on decolonising are varied and embedded in their

individual cultural, educational, and ethnic backgrounds. Their professional identities,
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constructed within the decolonising framework through self-reflection, research and
professional development, are often at odds with their national, cultural and ethnic

identities, thus causing identity struggle.

All participants claim the Russian curriculum decolonising process is ambiguous,
controversial and heavily influenced by the geopolitical situation and institutional policies
(Byford et al., 2024; Kamusella, 2024). They experience curriculum review through the
intersection between ethnic, national and political identities. While Margarita takes a more
balanced stance against the adverse political discourse (Dadabaev, 2013), Svetlana
categorically opposes the idea of equating decolonising the Russian curriculum to cancelling
Russian culture, institutionalised silencing and othering of Russian colleagues (Melnikova &

Vasilyeva, 2024; Norris, 2023).

The women cite the breakdown in the relationship between Russia and the UK due to the
war in Ukraine as the most significant geopolitical factor affecting their Russian curriculum
review. These include the breakdown of academic ties and student exchanges, the
challenging task of navigating sensitive political and cultural debates in classes and
maintaining students’ motivation. All three are overpowered by the constraints of a hostile
political climate, resulting in identity regulation and emotional stress, leaving them feeling

“tormented” and “drained”, but also hopeful.

Nuria has to work hard to keep the students’ enthusiasm. However, she is also hopeful that
the barrier of mistrust will be overcome. Both Nuria and Svetlana take a critical, agentive
stance against decolonising curriculum, calling it a “fad”. In her protest against the university
policy, Svetlana unsubscribes from “Decolonising Russian” newsletters, stops attending
seminars and refuses to “wear a guilty face” or “toe the party line”. Her critical stance against
the black-and-white decolonising policy is metaphorically rendered as accepting Russian only
“under the sauce of the imperialist past”. While Nuria is encouraged by the apparent status
guo on the subject of Russian in her academic environment, Svetlana is critical of her

university’s radicalisation and silencing of Russian academics.

Both Svetlana and Nuria take a stance against academic freedom restrictions related to
decolonising policies. Nuria strongly opposes the decentring of gender in the Russian
curriculum, calling it a “fad” and expressing concern for this to become a policy, infringing on
her freedom to choose how to teach the Russian language, culture and society. Her stance

against the values imposed on her is uncompromising and in sync with both Svetlana’s and
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Mila’s. For all three of them, freedom to teach their subject the way they see fit is a privilege,

and to lose this freedom would equate to losing their jobs.

Both Margarita and Nuria also experience curriculum decolonising through the intersection
of language and ethnicity. While they do not look ethnically Slavic, they can identify with
Russian ethnic minorities, thus ascribing to a decolonising agenda and avoiding conflict
situations. Both Margarita and Nuria use their ethnic identity as a teaching point. The
complexity of the issue is encapsulated in the way they respond to questions about their
ethnicity and mastery of Russian. While Nuria consciously avoids confrontations, Margarita
takes an agentive stance against the discourse of ignorance, racial discrimination and
exclusion on the grounds of her ethnicity (Ayala-Lépez, 2018; Kebabi, 2024). She positions
herself as a Russian national and makes the Russian language an identity marker. However,
she is also compelled to develop her internal coping mechanism to help her overcome
identity regulation (Alvesson & Willmott, 2002), making an emotional effort not to get upset

by the people’s cultural insensitivity.

Thus, most of my participants take a proactive stance against curriculum review. Their
leadership experience empowers them to oppose the organisational values (Rintoul &
Goulais, 2010), particularly in relation to political hatred and gender representation (Morris
et al., 2022). Due to the novelty of the issue, the subject of identity regulation and leadership
experience through both Arabic and Russian curriculum review has not yet been previously
investigated; thus, the findings of this thesis are unique and require further confirmation

through subsequent studies.

5.4. RQ3. HOW DO THE PARTICIPANTS’ IDENTITIES SHIFT FROM DILEMMATIC
TO AGENTIVE WHEN RESISTING OR ALIGNING WITH DOMINANT SOCIETAL
DISCOURSES?

The findings of dilemmatic identity construction are unique to this study and contribute to
research on narrative identity in education through intersection with gender, culture and
ethnicity (Bamberg & Georgakopoulou, 2015; Barkhuizen, 2017; De Fina, 2009; Gallardo,
2019; Ford, 2006). Aligning with the feminist poststructuralist agenda, the study provides
new findings on the transformative power of narrative as both the site and the means of

identity construction.

Throughout the narratives, the participants make dilemmatic identity claims about being

authoritative yet anxious about their leadership; being agentive yet reliant on external actors
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in their leadership development; being part of the institution yet rejecting some of its values.
By making these claims, they gradually become more agentive against the discourses of
inequality, unfairness, exclusion and managerialism, proving the transformative force of
identity co-construction through narrative in interaction. The sections below exemplify this

transformation.

5.4.1. Developing agentive stance against gendered discourse

Basma tells three contrasting stories to illustrate her agentive development as an educational
leader against the cultural gendered ideology discourse. In the first story, she conforms to
traditional gendered role division: she gives up her career as an architect to become a
teacher, due to her belief that men should be architects and women should do anything
which fits with their caring duties. In the second story, she performs agentively and
creatively against the sexist discourse of intellectual dominance (Lewis et al., 2017; Gill, 2008;
Sgrensen, 2017) by writing a humorous poem about the male antagonist and performing it in
front of the audience. This performance was her subversive protest against academic
misogyny, which achieved the desired effect. In the third story, she is positioned as a
competent and confident leader who is overtly critical of the two male colleagues, members
of her team, who cannot accept feedback from a female leader due to their role
stereotyping. Thus, her identity shifts from being overpowered by the patriarchal gendered
discourse (Afiouni, 2014) to being creatively agentive against academic misogyny (De Welde
& Stepnick, 2023) and finally to being fully assertive in her stance against sexism in the

workplace (Savigny, 2014).

5.4.2. From dilemmatic to agentive against organisational discourse

In some narratives, the women'’s stance against organisational control and career limitations
shifts from being dilemmatic to agentive during interaction, as conveyed linguistically by the
use of, at first, neutral and gradually more emotive and critical lexis. The example from Nina’s
critical stance against the discourse of bureaucratic organisational procedures and
managerialism (Hill & Kumar, 2009) illustrates this positioning shift: at the beginning of the
narrative, she uses neutral vocabulary to describe her positioning towards managerial
discourse — “surprised”, “discouraged”, “depressed”, “frustrated”. Towards the end, she uses
overtly critical and emotionally charged vocabulary to describe the bureaucratic limitations

VAN{H

of the organisational management: “insulting”, “incredible loss of human resources”.
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The initial subdued stance is related to Nina’s innate cultural beliefs and surprise that this
level of authoritarian control and hierarchical decision-making existed beyond Russian
universities, as reflected in the existing literature (Elliott & Tudge, 2013; Mercer & Pogosian,
2013; Oleksiyenko, 2022; Panova, 2008). However, she becomes progressively more vocal in
her protest against the “semi-feudal and hierarchical system” of the UK universities towards
the end of the narrative, thus making an agentive stance against the discourse of new

managerialism.

5.4.3. From dilemmatic to agentive against the discourse of inequality

Mona’s narrative illustrates the strengthening of her agentive stance to counter the discourse
of unfair and unequal treatment, as she finds ways to overturn management decisions
regarding her team. At the start of the narrative, she is complacent and aligns herself with
the organisational culture of commercialisation and market forces regulating the supply and
demand of language teaching. However, the interaction with the researcher reveals her
critical stance against the departmental policy towards Arabic, which is cast aside as not
commercially viable. Eventually, her stance against inequality becomes more agentive
through her managerial support of a colleague forced out of her job due to caring

responsibilities: “It was just not fair”.

Through interaction and the negotiation of meaning, the women’s identities shift from
dilemmatic, overpowered by societal discourses, to agentive, taking action against gender
inequality, injustice, organisational hierarchy and academic exclusion. These patterns of

empowerment are visible across all cases.

These examples demonstrate the power of the narratives, in which the narrators’ identities
shift from dilemmatic to agentive, from submissive to external forces, to confronting societal
discourses of inequality, managerialism, sexism and oppression. Similar patterns have been
observed in previous studies to which positioning analysis was applied (Isik-Gliler & Erdogan-
Oztiirk, 2022; Jones & Clifton, 2018). However, to the best of my knowledge, there has been

no previous research on dilemmatic identity work in the UK higher education context.

5.5. MY POSITIONALITY

My positionality as a feminist poststructuralist has strengthened during this investigation.
Throughout all stages of this inquiry, | strived to maintain the power balance between being
a member of the researched community and the researcher. Although my professional and

scholarly background has enhanced my agency as an insider researcher, | endeavoured not to
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impose my preconceived ideas on data interpretation. This was achieved by being self-
reflexive and conscious of rebalancing the powers, aiming for equality and reciprocity

between the researcher and the researched (Baxter, 2003).

At the same time, | felt privileged to have a unique perspective on the problem within the
specific institutional context while being embedded in the IWLP community of practice. The
good level of trust and rapport established with the participants helped me uncover hidden
meanings and essential details in their frank and often highly emotional narratives

(Duncombe & Jessop, 2002; Ellis & Bochner, 2016; Wortham, 2000).

My own understanding of leadership development, practice and career obstructions has
been further sharpened by my engagement in this research. The findings related to
marginalisation, elitism, cultural and gender tokenism, sexism and academic exclusion within
UK universities have challenged my original assumptions but also upheld my belief in the
transformative power of the narrative. As a feminist poststructuralist researcher, | am now
even more convinced of the need to uncover further instances of inequality and oppression

within the localised settings to eliminate power imbalance.
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CHAPTER 6. CONCLUSION

This chapter will summarise the study and its key findings. It will then outline the study’s
original contribution to knowledge, limitations, implications for policy and practice, and

recommendations for future research.

6.1. SUMMARY OF THE STUDY

6.1.2. Research objectives, theories and methodology

The purpose of the study was to reveal the problematic leadership experiences and
complexities of identity construction among middle managers in UK universities' Institute-
Wide Language Programmes (IWLPs). This has been achieved through the analysis of rich
data gathered from the narrative accounts of ten female participants of Arabic and Russian
backgrounds. The aim was to advance the knowledge of gendered educational leadership by
giving voice to the underrepresented non-Western European minority of female middle
managers and to reveal emerging new identities at a time of organisational change. To my
knowledge, this study is the first to investigate the gendered identity construction of
educational leaders from culturally and ethnically diverse backgrounds, contextualised by the

under-researched IWLP community of practice.

The conceptual framework, consisting of four interrelated concepts — educational leadership,
leadership experience, institutional/organisational change and dilemmatic identity is
underpinned by feminist poststructuralist theory, which permeates across all stages of the
study. The thesis also draws on educational leadership theory, gendered leadership
experience, discourse and identity, critical race and organisational culture and change

theories.

My positionality as a feminist poststructuralist insider researcher underscores all stages of
the inquiry, including the choice of interpretivist/constructivist paradigm, feminist
poststructuralist discourse methodology and multiple case study research design. The
narrative approach with a specific focus on small story as a site of identity construction was
adopted to reveal the details of identity work at the intersection of leadership, gender,

culture, age and ethnicity.

The interactive narratives of ten participants were analysed in four stages, applying a unique
analytical framework consisting of thematic, positioning and narrative analyses. This strategy

helped to achieve a deep understanding of women’s career stories, experiences, perceptions,
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ambitions and ambiguities. As a result of this multi-layered data interrogation, this study
draws a nuanced and complex portrait of individual female educational leadership
construction in the context of IWLP. The application of this analytical method is novel and

creates new knowledge.

The three sections below summarise the main findings that help to answer the research

questions.

6.1.3. LEADERSHIP IDENTITY CONSTRUCTION IN THE CONTEXT OF IWLPs

The study uncovered many problematic areas which affect women'’s identity construction.
The participants construct their leadership identities against the intersection of societal
discourses of immigration, academic elitism and institutional othering. While encountering
these discourses, the female leaders experience imposter syndrome, identity regulation and
identity loss. They report incidents of marginalisation on the grounds of their immigration,

educational status and non-native English proficiency.

These findings support a substantial body of research into existing institutional othering and
marginalisation through the intersection of gender, race, class, age, language and ethnicity in

education (for example, Ayala-Lépez, 2018; Sgrensen, 2017).

A significant finding from the study reveals a sexist discourse of intellectual dominance and
covert discrimination on the grounds of gender and ethnicity. The discourse of academic
exclusion and cultural tokenism has been identified by the majority of participants as an “old
boys’ club” (Weiner & Burton, 2016, p.341) in which there is no space for others and where
they feel like outsiders. This finding on discriminatory practices at the intersection of gender
and ethnicity is supported by the body of literature (for example, Faheem & Rahman, 2024;
Heslop-Martin, 2024; Weekes et al., 2024). However, it also contradicts findings of some
recent research, declaring positive outcomes for women migrants (Jacobs et al., 2022). Thus,

more studies are needed in this area to provide further evidence.

Another significant finding of marginalisation on the grounds of language proficiency
reveals the prevalence of Eurocentric intellectual practices that privilege native English
academic proficiency over all others, resulting in the participants’ identity stress and
regulation. This area is supported by only a few recent studies, which highlight the

hegemonic power of English and instances of silencing (for example, Brown et al., 2024;
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Horn, 2017; Tamimi et al., 2024). As decolonising and decentring pedagogic and academic

practices remain high on the UK university agenda, this area requires closer investigation.

The findings reveal how female leaders resist or conform to the cultural and gendered
societal norms and expectations of the participants’ backgrounds. They construct their
leadership against the discourse of misogyny, patriarchal gender ideology, tokenism,
gendered stereotyping and sexism, often obscured by the postfeminist discourse of choice.
These findings provide further evidence of the way leadership is developed through the
intersection of culture, gender and ethnicity, relevant to the Middle Eastern and Russian
cultural gender role assumptions. The study advocates for a nuanced and culturally specific

approach to identity within a feminist poststructuralist framework.

On the whole, the incidents of sexism experienced by the participants support the research
in the literature on gender stereotyping prevalent in the Middle Eastern culture (Afiouni,
2014; Koburtay & Abuhussein, 2021). However, the new finding of this research is the
agentive stance the participants develop against acts of misogyny within the teams the

women lead.

Another interesting finding relates to the revealed contradiction between some of the
Russian participants’ alignment with the neoliberal discourse of autonomy (Jones & Floyd,
2024) and the traditional gendered discourse of second shifting — performing multiple
identities (Hochschild & Machung, 2012). This finding is supported by only a few similar
studies of Russian academics negotiating work/life balance post migration (for example,

Antoshchuk & Gewinner, 2020) and present a gap in the area.

The key finding regarding leadership development against the discourse of motherhood in
academia demonstrates the persistence of unmanageable workloads handled by women
caught between two “greedy organisations” (Morley, 2000b, p.3) — family and university.
This is evidenced by the body of research (for example, Cotterill & Letherby, 2005; Deem,
2003; Grummell et al., 2008). However, the new finding reveals, on the one hand, the
emotional response of women constrained by this gendered academic discourse and, on the

other hand, uncovers the way of countering it through solidarity with other women.

The study provides valuable insights into the way women learn to lead through personal
experience, notable people, formal training and mentorship. They have learnt to become

post-heroic, distributed and collaborative leaders through situated learning, critical
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incidents and by acquiring self-knowledge, thus confirming the existing research. (Fletcher,
2004; Kempster, 2006; Northouse, 2020). Although the findings of the study highlight the
benefits of women-only leadership training programmes in line with some previous studies
(for example, Debebe et al., 2016), the female leaders in this study claim these programmes
to be box-ticking half-measures. Contrary to earlier research into the positive impact of
mentorship (for example, Searby et al., 2015), the current study uncovered a significant lack
of long-term mentorship in leadership and scholarship offered to the participants.
Additionally, the study reveals evidence of reluctant and accidental leadership, lacking in
leadership training and managerial support. These insights into the middle managers’

leadership learning may have policy-changing implications.

The discourse of the glass ceiling is encountered by all participants, as confirmed by the body
of research into the institutional barriers to women’s career progression (for example,
Coleman et al., 2023; Mullany, 2022). However, viewed through the intersectional lens, the
findings of this study add to the under-researched area of women'’s higher education career
obstruction within the intersection of leadership, ethnicity and culture (for example, Isik-
Guler & Erdogan-Ozturk, 2022; Kloot, 2004). These findings also contribute to the application
of social role and critical race theory in educational research. The combined or synthesised
application of these theories to the leadership development of women from diverse cultural

backgrounds offers a new theoretical framework for educational leadership research.

While confirming the previous findings of middle managers’ identities being hybrid and
unstable (Floyd & Dimmock, 2011), the participants in this study act agentively when
encountering contractual inequality, coloniality and academic silencing. All of them critically
oppose the discourse of governmentality (Foucault, 2018) and the new managerialism
(Lynch, 2015). In doing so, they lead their teams in campaigning for better contracts and
working practices to achieve a power balance between the organisation and the
individuals. The study provides evidence of agentive leadership identity construction

through solidarity and collaboration. Although previous research supports this finding (for

example, Kempster & Steward, 2010), it represents new knowledge in the context of IWLPs.

The study adds to the body of research on middle managers’ identity manipulation and
institutional neglect, exacerbated by high levels of workload intensification, role
unpredictability, stress and anxiety (Burchielli et al., 2008; Whitchurch, 2008). It is

particularly insightful in highlighting the intensely emotional metaphors the women use to
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refer to their middle management identity work. All of them report a lack of support and

guidance from the senior management.

The study also contributes to organisational culture research, revealing the intricate and
dilemmatic way the participants navigate between “us versus them” identities (Davis et al.,
2014, p.9), being critical of the organisation while simultaneously supporting organisational
values. The new knowledge delivered by this study is the way the participants shift their
alliances from the values of the team they manage to the management values, balancing

between support and criticism of the managerial discourse.

As evidenced by earlier research, departmental values are sustained and often initiated by
the staff, rather than by senior management (Floyd, 2016), and contribute to professional
academic identity constructions. Thus, there is a need for a better understanding of the
unique culture of IWLP and the interaction between the university, faculty and departmental
values fostered by the individuals. In order for the middle managers to promote
organisational values, they need to feel valued. Thus, policy changes are required at the

institutional level.

6.1.4. LEADERSHIP EXPERIENCED THROUGH ORGANISATIONAL CHANGE AND CURRICULUM
REVIEW

The findings on leadership experience at a time of institutional change and curriculum review
resonate with the literature on professional identity construction through the intersection of
other identity aspects viewed within a feminist poststructuralist framework (Acker, 2018).
Within the IWLP context, the participants, to a lesser or greater extent, experience identity
stress and tension between professional values and institutional identities due to

organisational changes, confirming earlier research (Calvert et al., 2011; Winter, 2009).

The findings reveal that the transfer to the Academic Pathway contract (AEP), although
meant to enhance opportunities for women’s progression, has caused a high level of anxiety
due to uncertainty about the new role expectations and the increased workload without
increased remuneration. The study unearthed a significant finding revealing the combination
of factors obstructing women’s career advancement in the given higher education sector.
Besides the already discussed intersectional aspect, the participants speak of the barriers set
by the hierarchical organisational structure of IWLP and their middle managers’ role
incongruity stemming from the AEP contract. This results in identity work of becoming
either academic managers or managed academics. The participants were concerned about
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their performance in at least one of the three roles — management, scholarship and teaching.
Those lacking academic training and experience were anxious about the demands of the
additional scholarship role, while those with an academic background were unhappy about
the minimal workload allocated for research versus a heavy teaching workload, resulting in
a “teaching trap” (Cummins, 2017, p.13). Thus, all participants experienced identity
regulation (Alvesson & Willmott, 2002).

Due to the recent implementation of AEP transfer, the findings affecting middle managers’
identity within the context of IWLP are new and significant. By revealing the ways the middle
manager’s educational identity conforms or resists the discourse of new managerialism
within the context of AEP transitioning, the study provides a valuable resource with policy-

making implications.

Another finding uncovers the challenges women face when they encounter the university
policy change towards compulsory use of Al in some universities and further digitalisation of
education. They claim agency limitation and pedagogical creativity restriction, causing
additional identity stress and anxiety. The data of this study contribute to the knowledge of
professional identity construction through the discourse of organisational change and the
theory of organisational culture contextualised by IWLP and perceived as a dynamic process

within the feminist poststructuralist framework.

The new knowledge of how leadership is experienced through curriculum review is unveiled
by the study. The attitudes of teachers and education leaders to decolonising Russian and
Arabic language curricula have had very little coverage in the past (Richardson et al., 2024).
The findings on decolonising Arabic curriculum reflect the participants’ alignment with the
decolonising discourse, supported by the literature (Arday et al., 2020; Shain et al., 2023).
However, most participants position themselves critically against the tokenism in the policy,
its temporality, a tribute to fashion and persistent Eurocentrism in pedagogy. These findings
expand on earlier studies and provide a different vision on leadership in curriculum review

(Columbu, 2022; Faheem & Rahman, 2024; Winter et al., 2024).

The previously unexplored area of Russian managers' response to curriculum decolonising is
highly significant. There was consensus among the participants in the present study that
what is claimed to be decolonising the Russian language is ambiguous, controversial and
highly political. Some claim that it stems from cancelling Russian culture and rewriting

history, while others refer to this as a tool for marginalising some Russian teachers and
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radicalising the university student population. All Russian leaders agree with their Arabic
colleagues that decolonising is a “fad” and refuse to adhere to the university policy,

perceiving this to be an infringement on their academic and pedagogic freedom.

Another interesting finding in relation to curriculum decolonising and intersectionality is
disclosed in the narratives of the participants who are ethnically non-Slavic. In their stance
against ignorance and racial and ethnic discrimination, they upset the status quo and became
agents of change, making their ethnic and national identity pedagogically significant. These
revelations go beyond the existing body of literature on decolonising Russian (for example,

Kamusella, 2024; Norris, 2023) and present new knowledge.

Thus, the findings uncover the women'’s agentive positioning towards curriculum review,
which is mostly critical. The problematic leadership experience of both Russian and Arabic
education leaders at a time of geopolitical conflict calls for further research, particularly in

the areas of identity work, freedom of expression and an adverse institutional climate.

6.1.5. IDENTITY TRANSFORMATION THROUGH THE NARRATIVE — FROM DILEMMATIC TO
AGENTIVE

The significant finding of the study is the confirmation of the transformative force of the
narrative in constructing a gendered cultural leadership identity. It highlights the dilemmatic
agency of the participants who either conform or resist the dominant societal discourses
encountered through the course of small storytelling. Within the feminist poststructuralist
framework, the narrative becomes an emancipatory tool for women to develop agency and

empowerment.

The study introduces new knowledge to the body of research on narrative educational
identities through the intersection of gender, culture and ethnicity (Bamberg &
Georgakopoulou, 2015; Barkhuizen, 2017; Ford, 2006). The thesis advances the dilemmatic
identity theory (Bamberg, 2011) by shedding new light on the way the participants construct
their identities against societal discourses. In the course of storytelling, they shift between
being undergoers of external forces to being active agents, wanting to remain the same while

being subject to change and belonging to the group yet wishing to be different.

The stories told by the female leaders highlight the dilemmatic and agentive aspects through
implicit and explicit claims in relation to their leadership experience and leadership learning.
Through these claims, they either support or reject organisational values and change. They

either confront or submit to societal discourses of managerialism, sexism, radicalisation,
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academic exclusion, gender and ethnic discrimination, silencing, institutional othering,
institutional neglect, career limitation, motherhood in academia and neoliberalism. The

analysis provides unique examples of such identity shifts.

Although a limited number of studies have dealt with dilemmatic identity in leadership and
education (Jones & Clifton, 2018; Isik-Giiler & Erdogan-Oztiirk, 2022), this is a pioneering

study of dilemmatic identity in a UK higher education setting.

6.2. ORIGINAL CONTRIBUTION TO KNOWLEDGE
The following original contributions to knowledge have been identified and helped outline

the recommendations for policy and practice introduced in section 6.4 of this chapter.

A key contribution to knowledge by the study is the exploration of the way leadership is
experienced by women from Arabic and Russian backgrounds in a UK higher education
setting. To the best of the present researcher’s knowledge, this study is the first gendered
leadership identity research in the context of IWLP. It is original in its consideration of the
societal discourses that become relevant for leadership identity construction through the
intersection of gender, culture and ethnicity. They have been identified through the
women’s narrative and the feminist poststructuralist positionality of the researcher. They
include discourses of managerialism, governmentality, immigration, academic status,
sexism, radicalisation, academic exclusion, gender and ethnic discrimination, silencing,
marginalisation, institutional othering, institutional neglect, career limitation, motherhood

in academia, neoliberalism, political adversity, and organisational change.

The study offers a novel conceptual framework underpinned by the concepts of educational
leadership, experience, institutional change and dilemmatic identity. The theoretical
framework of the study, the interplay between leadership experience and leadership identity
construction through the intersection between gender, culture and ethnicity, provides new

theoretical insights into the subject of educational leadership.

The study advances feminist poststructuralist theory through its triangulation with other
theories - educational gendered leadership experience, discourse and identity, dilemmatic
identity, critical race theory, social role theory, organisational culture and change. Applied to
the subject of gendered leadership in a culturally specific setting and tested by this study, this
theoretical triangulation makes a unique contribution to knowledge and paves the way for

further applications of this theoretical framework. An additional contribution is made
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through the application of the postcolonial strand of feminist poststructuralism to the
intersectional identity formation of ethnically and culturally underrepresented minorities of

educational leaders.

The study makes a unique contribution to middle management and organisational culture
theories through the intersection of gender, ethnicity and culture at a time of organisational
change. It also contributes to knowledge through the application of social role and critical
race theories to the educational leadership of women from diverse cultural and ethnic

backgrounds.

This research enhances our understanding of leadership learning through lived experience
and interventions, and uncovers the key problem of tokenism and insufficient support in
leadership training programmes and mentorship. The study also uncovers new knowledge
in leadership identity construction against the institutional policy of curriculum review with
a decolonising agenda, shedding light on the problematic controversy of this under-

researched subject.

It is significant in its original investigation of the dilemmatic leadership identity in UK higher
education. This research advances the dilemmatic identity theory through its application to
educational leadership research. It also demonstrates the transformative power of narrative

as a site of identity construction.

The research design makes a unique methodological contribution to the development of a
combined method — a multiple case study and a narrative approach, with the focus on a
small story element. The main analytical tool of positioning analysis, combined with the
narrative and thematic analysis, is also a novel analytical strategy for the robust in-depth
investigation of educational identities. The application of this method to educational

leadership is an emerging research area and contributes to methodology.

6.3. LIMITATIONS OF THE STUDY

| acknowledge the limitation of the researcher’s agency, undermined by the social context
and the balance of hegemonic powers within society (Johnson & Onwuegbuzie, 2004). My
privileged access to some data due to my professional status may have reinforced certain
assumptions and biases (Floyd & Arthur, 2012). | recognise the problematic issue of the
researcher’s bias and the difficulty of mitigating its influence on data and research credibility

(Norum, 2000). | also acknowledge the possibility that the participants may have consciously

178



or unconsciously tailored their narratives to align with the research objectives and perceived

expectations.

| am aware of the extent to which | can identify with some participants, such as speakers of

Arabic, due to my different racial, cultural, and ethnic background (Gillies & Alldred, 2002). |

also acknowledge that using English, rather than Arabic, as a medium of communication with

some participants may have influenced my data interpretation and led to a potential loss of

certain linguistic nuances. However, | attempted to overcome this limitation by verifying the

transcripts with the participants and by closely engaging with the community and

establishing affinity through professional practice, socialisation and research.

6.4. IMPLICATIONS AND RECOMMENDATIONS FOR POLICY AND PRACTICE

The present study is transferable to the extent that its findings are recognisable in the wider

IWLP context, while theoretical and methodological implications can apply to case study

research beyond the IWLP context.

The following recommendations for policy and practice can be made based on the findings:
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The findings of middle managers’ identity construction within IWLP reveal
institutional neglect and a lack of support for women’s leadership and academic
development. More adequate managerial support is needed for women to have time
for training in the workload, with motivational and financial incentives to ensure a
work/life balance.

Policies for including IWLP in the wider university structure are needed to ensure the
programmes’ sustainability.

More investments are required to rebalance the value of language study between
commonly and less commonly taught languages, thus promoting the universities’
internationalisation and students’ employability agenda.

Educational policies aimed at better understanding the specificity of Russian and
Arabic language teaching curricula, including the decolonising aspect, are needed.
The findings related to the problematic area of AEP contract change provide valuable
information for human resources and the implications for policy changes. The findings
suggest the need for better training and mentoring of middle managers transitioning
from teaching-only to teaching, scholarship and management contracts, while

enabling them to engage in pedagogical innovations and creativity.



6. The findings create opportunities for policy changes to advance social justice on
matters of equity and fairness, thus promoting issues of educational diversity and
inclusion, making universities more sustainable and progressive. Shedding light on the
little-known area of IWLPs’ leadership makes an original contribution to professional

practice.

6.5. RECOMMENDATIONS FOR FUTURE RESEARCH

The following recommendations can be made for future research:

1. Broader research into educational intersectional identity beyond the context of IWLP
within UK higher education will test the verisimilitude of findings and increase the
transferability of results.

2. Further studies may benefit from research into identity construction within the
discourses of new managerialism, governmentality and neoliberalism in specific
academic communities.

3. There is a need for a better understanding of the unique culture of IWLP and the
interaction between the university, faculty and departmental values fostered by the
individuals. Further research into the area of IWLP educational identity is needed.

4. More research is required in the area of identity work in relation to curriculum
decolonising review within UK universities.

5. Further research into the effects of AEP contract transfers experienced by teachers
and middle managers will help advance the knowledge of organisational change to

drive an equitable agenda.

6. Further studies are needed to test the synthesis of the theories applied to the current
research through the intersection of feminist poststructuralism, dilemmatic identity,
social role, critical race, educational leadership, middle management, organisational

culture and change theories.

7. More studies are required in the area of middle management, intersectionality and
leadership experienced by women from ethnic and cultural minorities in the UK

educational context.

8. More studies testing the application of a combined case study and narrative enquiry

method to identity construction will strengthen this methodology
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9. More studies applying the innovative thematic, positioning and narrative analysis will

advance the dilemmatic identity research.

6.6. THE IMPACT ON MY PROFESSIONAL PRACTICE

This project is a culmination of my journey as a researcher, which started with an exploration
of the gender identity of fictitious characters (Linaker, 2005) and progressed to identity
studies of teachers and education leaders (Linaker, 2012, 2019, 2023a, 2023b, 2024a, 2024b).
This journey has been a self-reflexive practice, a quest to answer the main question — “Who
am I?” The Doctorate in Education at the University of Reading has helped me crystallise this
question into a problem of general significance to female education leaders from minority
backgrounds. This problem has gained further meaning and substance since | embarked on
the current project, which aims to advance the knowledge of educational leadership and the
dilemmatic nature of identity. The project has helped me understand identity as a state of
continuous transformation of becoming different and remaining the same, belonging to the
community and being unique, becoming agentive, yet constructed by external discourses

(Bamberg, 2011).

The work on this thesis has allowed me to critically examine my own leadership and self-
identity. My insider status and the case study design of the project allowed me to reflect on
the experience of being a researcher, a participant, an observer and a contributor to the
shared knowledge. | have been privileged to hear the participants’ frank, intimate and
moving accounts of their journeys and observe the transformative actions their narratives
ensued. Thus, some of them confessed to me that taking part in the project inspired them to
be more proactive in seeking opportunities for professional growth, developing their

research ideas and seeking fairer workload allocation for their colleagues.

For my part, the gift of recording such a polyphony of previously unheard voices has taught
me to be more sensitive and caring as an educational leader and more nuanced, systematic
and culturally aware as a researcher. The findings of the project have been disseminated
through talks and publications and have been deemed impactful and inspirational by the
community of educators in the area of foreign language teaching, intersectionality and

inclusivity of leadership, equity in professional practice and curriculum decolonising.

This research has had the following practical implications for my professional practice.
According to my recommendations regarding the Academic Education Pathway contract, the

application process has been simplified, and mentoring support has been offered to those
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with little scholarship experience. | am currently working on a proposal to improve the
contractual conditions for the hourly-paid teachers in my department. As a result of my
research into curriculum review with a decolonising agenda, my colleagues and | secured a
Diversity and Inclusion grant for further action research in the area, engaging a student body.
This thesis has had further impact on my academic practice and inspired me to launch a
collaborative project with my colleagues to explore intercultural communication and conflict

solving in a communal space of a language centre.

182



REFERENCES.
Abu Moghli, M., & Kadiwal, L. (2021). Decolonising the curriculum beyond the surge:

Conceptualisation, positionality and conduct. London Review of Education, 19(1), 1-16.

Acker, S. (2012). Chairing and caring: gendered dimensions of leadership in academe. Gender

and education, 24(4), 411-428. https://doi.org/10.1080/09540253.2011.628927

Acker, S. (2014). A foot in the revolving door? Women academics in lower-middle
management. Higher education research and development, 33(1), 73-

85. https://doi.org/10.1080/07294360.2013.864615

Acker, S., & Wagner, A. (2019). Feminist scholars working around the neoliberal
university. Gender and education, 31(1), 62-
81. https://doi.org/10.1080/09540253.2017.1296117

Acker, S. (1998) ‘The Future of ‘Gender and Organisations”: Connections and Boundaries’,

Gender, Work and Organisation, 5 (4), 195-206.

Acker, J. (2011). Theorising gender, race, and class in organisations. Handbook of gender,

work and organisation, 5(8), 65-80.

Adams, L. L. (2008). Can we apply postcolonial theory to Central Eurasia? Central Eurasian

Studies Review, 7(1), 2-7.

Adler, J. M., Dunlop, W. L., Fivush, R., Lilgendahl, J. P., Lodi-Smith, J., McAdams, D. P, ... &
Syed, M. (2017). Research methods for studying narrative identity: A primer. Social
Psychological and Personality Science, 8(5), 519-527.

Afiouni, F. (2014). Women's careers in the Arab Middle East: Understanding institutional
constraints to the boundaryless career view. Career Development International, 19(3), 314-

336.

Alfadala, A., Morel, R. P,, & Spillane, J. P. (2021). Multilevel distributed leadership: From why

to how. In Future Alternatives for Educational Leadership (pp. 79-92). Routledge.

Alsubaie, A., & Jones, K. (2017). An Overview of the Current State of Women’s Leadership in
Higher Education in Saudi Arabia and a Proposal for Future Research

Directions. Administrative Sciences, 7(4), 36. https://doi.org/10.3390/admsci7040036

183


https://doi.org/10.1080/09540253.2011.628927
https://doi.org/10.1080/07294360.2013.864615
https://doi.org/10.1080/09540253.2017.1296117
https://doi.org/10.3390/admsci7040036

Alsuheam, H. A. (2018). Female heads of department in Saudi Higher education: role,
challenges and leadership development (Doctoral dissertation, Warwick University)

http://wrap.warwick.ac.uk/127929.

Alvares, C., & Faruqi, S. S. (Eds.). (2012). Decolonising the University: The emerging Quest for

non-eurocentric paradigms (Penerbit USM). Penerbit USM.
Alvesson, M. (2002). Understanding Organisational Culture. London: Sage Publications Ltd.

Alvesson, M., & Billing, Y. D. (2014). Leadership: A matter of gender? In D. Day (Ed.), The

Oxford Handbook of Leadership and Organisations (pp. 200-222). Oxford University Press.

Alvesson, M., & Karreman, D. (2000). Varieties of Discourse: On the Study of Organisations
through Discourse Analysis. Human relations (New York), 53(9), 1125-
1149. https://doi.org/10.1177/0018726700539002

Alvesson, M., Lee Ashcraft, K., & Thomas, R. (2008). Identity Matters: Reflections on the
Construction of Identity Scholarship in Organisation Studies. Organisation (London,

England), 15(1), 5-28. https://doi.org/10.1177/1350508407084426

Alvesson, M., & Willmott, H. (2002). Identity Regulation as Organisational Control: Producing
the Appropriate Individual. Journal of Management Studies, 39(5), 619-
644. https://doi.org/10.1111/1467-6486.00305 (Journal of Management Studies)

N. Amiot, M., Mayer-Glenn, J., & Parker, L. (2020). Applied critical race theory: Educational
leadership actions for student equity. Race, Ethnicity and Education, 23(2), 200-220.

Andrews, M. (2016). Going Beyond Heroic Leaders in Development: Going Beyond Heroic
Leaders. Public administration and development, 36(3), 171-

184. https://doi.org/10.1002/pad.1761

Ann-Marie, B., & Penelope, H. (2010). Exploring Learning, Identity and Power through Life
History and Narrative Research. Taylor and Francis. https://doi.org/10.4324/9780203858370

Antaki, C., & Widdicombe, S. (2008). Identities in talk. SAGE Publications.

Antoshchuk, I. A., & Gewinner, I. (2020). Still a superwoman? How female academics from
the former Soviet Union negotiate work-family balance abroad. MornumopuHe

obwecmeeHHO20 MHeHUSA: 3KOHOMUYeCcKuUe U coyuasbHelie nepemensi, (1 (155)), 408-435.

184


http://wrap.warwick.ac.uk/127929
https://doi.org/10.1177/0018726700539002
https://doi.org/10.1177/1350508407084426
https://doi.org/10.1111/1467-6486.00305
https://doi.org/10.1002/pad.1761
https://doi.org/10.4324/9780203858370

Archakis, A., & Tzanne, A. (2005). Narrative positioning and the construction of situated
identities: Evidence from conversations of a group of young people in Greece. Narrative

inquiry: NI, 15(2), 267-291. https://doi.org/10.1075/ni.15.2.05arc

Archakis, A. & Tsakona, V. (2012). The Narrative Construction of Identities in Critical

Education. Palgrave Macmillan

Arday, J. (2018). Understanding race and educational leadership in higher education:
Exploring the Black and ethnic minority (BME) experience. Management in education, 32(4),

192-200. https://doi.org/10.1177/0892020618791002

Arday, J., Zoe Belluigi, D., & Thomas, D. (2021). Attempting to break the chain: reimaging
inclusive pedagogy and decolonising the curriculum within the academy. Educational

philosophy and theory, 53(3), 298-313. https://doi.org/10.1080/00131857.2020.1773257

AULC & UCML. (2022). AULC-UCML survey of institution-wide language provision in
universities in the UK (2021-22) [PDF]. Retrieved April 30, 2023, from https://aulc.org/wp-
content/uploads/2023/04/AULC-UCML-survey-report-2021-22-final.pdf

AULC & UCML. (2024). AULC-UCML survey of institution-wide language provision in
universities in the UK (2022-23) [PDF]. Retrieved March 20, 2025, from https://aulc.org/wp-
content/uploads/2024/10/AULC-survey-report-2022-23-final.pdf

University Council of Modern Languages. (n.d.). University Council of Modern Languages —
The unifying voice for modern languages in the UK. Retrieved April 30, 2023,

from https://university-council-modern-languages.org
Ashwin, S. (2000). Gender, state, and society in Soviet and post-Soviet Russia. Routledge.

Ashwin, S., & Isupova, O. (2018). Anatomy of a stalled revolution: Processes of Reproduction

and Change in Russian Women’s Gender Ideologies. Gender & society, 32(4), 441-468.
Ayala-Lopez, S. (2018). Foreigners and inclusion in academia. Hypatia, 33(2), 325-342.

Ayres-Bennett, W., Hafner, M., Dufresne, E., & Yerushalmi, E. (2022, February 21). The
economic value to the UK of speaking other languages. RAND

Corporation. https://www.rand.org/pubs/research_reports/RRA1814-1.html

Ayres-Bennett, W., Burdett, C., & Cayley, E. (2025, February 5). Cardiff’s closure of modern

languages will harm its humanities. Retrieved from Times Higher

185


https://doi.org/10.1075/ni.15.2.05arc
https://doi.org/10.1177/0892020618791002
https://doi.org/10.1080/00131857.2020.1773257

Education. https://www.timeshighereducation.com/opinion/cardiffs-closure-modern-

languages-will-tongue-tie-its-humanities

Badley, G. (2002). A really useful link between teaching and research. Teaching in Higher
Education, 7(4), 443-455.

Bager, A. S. (2019). A multimodal discourse analysis of positioning and identity work in a
leadership development practice: A combined dialogicality and small story analysis.

Communication & Language at Work, 6(1), 40-62. https://doi.org/10.7146/claw.v6i1.113911

Bagilhole, & White, K. (2008). Towards a Gendered Skills Analysis of Senior Management
Positions in UK and Australian Universities. Tertiary Education and Management, 14(1), 1-12.

https://doi.org/10.1080/13583880701814124

Bagilhole, B. (2002). Challenging equal opportunities: Changing and adapting male hegemony

in academia. British journal of sociology of education, 23(1), 19-33.

Bagilhole, B. & Goode, J. (2001) ‘The Contradiction of the Myth of Individual Merit, and the
Reality of a Patriarchal Support System in Academic Careers’, The European Journal of

Women'’s Studies 8, 2, 161-180
Bahry, L., & Marr, P. (2005). Qatari Women: Generation of Leaders? Middle East Policy, 12(2).

Bakhtin, M. M. (1994). The Bakhtin reader: Selected writings of Bakhtin, Medvedev, and
Voloshinov (P. Morris, Ed.). Edward Arnold

Bailey, J. (2008). First steps in qualitative data analysis: transcribing. Family practice, 25(2),
127-131.

Bailyn, L. (2003) ‘Academic Careers and Gender Equity: Lessons Learned from MIT’, Gender,
Work and Organisation, 10, 2, 137-153.

Baker, S. (2021, February 24). Language decline sees numbers drop to zero at UK
universities. Times Higher
Education. https://www.timeshighereducation.com/news/languages-decline-sees-numbers-

drop-zero-ukuniversities

Ball, S. J. (2012). Performativity, commodification and commitment: An I-spy guide to the

neoliberal university. British journal of educational studies, 60(1), 17-28.

186


https://doi.org/10.7146/claw.v6i1.113911

Bamberg, M. (2004). Talk, small stories, and adolescent identities. Human development,

47(6), 366-369.

Bamberg, M. (2006). Stories: Big or small: Why do we care? Narrative inquiry: NI, 16(1), 139-
147. https://doi.org/10.1075/ni.16.1.18bam

Bamberg, M. (2011). Who am I? Narration and its contribution to self and identity. Theory &
psychology, 21(1), 3-24. https://doi.org/10.1177/0959354309355852

Bamberg, M., & Georgakopoulou, A. (2008). Small stories as a new perspective in narrative

and identity analysis. Text & talk, 28(3), 377-396. https://doi.org/10.1515/TEXT.2008.018

Bamberg, M., De Fina, A., & Schiffrin, D. (2007). Selves and identities in narrative and

discourse. John Benjamins Pub.

Banet-Weiser, S., Gill, R., & Rottenberg, C. (2020). Postfeminism, popular feminism and
neoliberal feminism? Sarah Banet-Weiser, Rosalind Gill and Catherine Rottenberg in

conversation. Feminist theory, 21(1), 3-24.

Barkhuizen, G. P. (2017). Reflections on language teacher identity research. Routledge, Taylor

& Francis Group.

Barkhuizen, G. P., Benson, P., & Chik, A. (2014). Narrative inquiry in language teaching and

learning research. Routledge, Taylor & Francis Group.

Barnett, R. (1992). Improving higher education: Total quality care. Society for Research into

Higher Education & Open University Press
Bassey, M. (1999). Case Study Research In Educational Settings. McGraw-Hill Education.

Bathmaker, A. & Harnett, P. (2010). Exploring Learning, Identity and Power through Life
History and Narrative Research. Taylor and Francis. https://doi.org/10.4324/9780203858370

Baturo, A., & Elkink, J. (2021). The New Kremlinology: Understanding Regime Personalisation
in Russia. Oxford University Press USA -

0SO0. https://doi.org/10.1093/050/9780192896193.001.0001

Baxter, J. (2002). A Juggling Act: A feminist post-structuralist analysis of girls' and boys' talk in
the secondary classroom. Gender and education, 14(1), 5-

19. https://doi.org/10.1080/09540250120098843

187


https://doi.org/10.1075/ni.16.1.18bam
https://doi.org/10.1177/0959354309355852
https://doi.org/10.1515/TEXT.2008.018
https://doi.org/10.4324/9780203858370
https://doi.org/10.1093/oso/9780192896193.001.0001
https://doi.org/10.1080/09540250120098843

Baxter, J. (2003). Positioning gender in discourse. A feminist methodology. Palgrave

Macmillan. https://doi.org/10.1057/9780230501263

Baxter, J. (2017). Women Leaders and Gender Stereotyping in the UK Press: A
Poststructuralist Approach. Springer International Publishing. https://doi.org/10.1007/978-3-

319-64328-1

Baxter, J. A. (2008). Feminist post-structuralist discourse analysis: A new theoretical and
methodological approach? In K. Harrington, L. Litosseliti, H. Sauntson, & J. Sunderland

(Eds.), Gender and language research methodologies (pp. 243—255). Palgrave Macmillan

Baxter, J., & Al A’ali, H. (2016). Speaking as women leaders: Meetings in Middle Eastern and
Western contexts. Palgrave Macmillan. https://doi.org/10.1057/978-1-137-50621-4

Baxter, J. & Al A’ali. H. (2014). Your Situation is Critical . . .”: The Discursive Enactment of
Leadership by Business Women in Middle Eastern and Western European Contexts.” Gender

and Language 8: 91-116.

Beattie, L. (2020). Educational leadership: Producing docile bodies? A Foucauldian
perspective on Higher Education. Higher education quarterly, 74(1), 98-
110. https://doi.org/10.1111/hequ.12218

Beck, J. & Young. (2005). The Assault on the Professions and the Restructuring of Academic
and Professional Identities: A Bernsteinian Analysis. British Journal of Sociology of Education:

183-197. doi:10.1080/0142569042000294165.
Bennis, W., & Thomas, R. (2002). Crucibles of leadership. Harvard Business Review, 80.

Benschop, Y. & Brounds, M. (2003) ‘Crumbling Ivory Towers: Academic Organising and its
Gender Effects’, Gender, Work and Organisation, 10, 2, 194-212.

Benwell, B., & Stokoe, E. (2010). Analysing identity in interaction: Contrasting discourse,

genealogical, narrative and conversation analysis. The SAGE handbook of identities, 82-103.

Berger, P., & Luckmann, T. (2023). The social construction of reality. In Social Theory re-

wired (pp. 92-101). Routledge.

Bernhardt, E. B. (2007). Foreign languages surviving and thriving in conventional university
settings: Implications for less commonly taught languages. Journal of the National Council of

Less Commonly Taught Languages, 4(3), 17-28.

188


https://doi.org/10.1057/9780230501263
https://doi.org/10.1007/978-3-319-64328-1
https://doi.org/10.1007/978-3-319-64328-1
https://doi.org/10.1111/hequ.12218

Bickerton, D. (2001). Institution-wide language programmes. In Subject Centre for Languages,
Linguistics and Area Studies Guide to Good Practice. LLAS Centre for Languages, Linguistics

and Area Studies.

Billing, Y., & Alvesson, M. (2000). Questioning the Notion of Feminine Leadership: A Critical
Perspective on the Gender Labelling of Leadership. Gender, work, and organisation, 7(3),

144-157. https://doi.org/10.1111/1468-0432.00103

Billot, J. (2010). The Imagined and the Real: Identifying the Tensions for Academic
Identity. Higher Education Research and Development 29: 709-721.
do0i:10.1080/07294360.2010.487201.

Blackmore, J. (2013). A feminist critical perspective on educational leadership. International
journal of leadership in education, 16(2), 139-
154. https://doi.org/10.1080/13603124.2012.754057

Blackmore, P., & Blackwell, R. (2006). Strategic leadership in academic development. Studies

in Higher Education, 31(03), 373-387.

Blackmore, J. (1999). Troubling women: Feminism, leadership, and educational change. Open

University Press

Blackmore, P., & Wilson, A. (2005). Problems in staff and educational development
leadership: Solving, framing, and avoiding. International Journal for Academic

Development, 10(2), 107-123.
Board, K., and T. Tinsley. (2017). Languages for the Future. London: The British Council.
Blommaert, J. (2005). Discourse: a critical introduction. Cambridge University Press.

Bock, Z., & Stroud, C. (2021). Language and decoloniality in higher education: reclaiming

voices from the South (First edition. ed.). Bloomsbury Academic.

Bois, D. (2020). 11 Racism, Colonialism, and the Crisis of Democracy. Pragmatism and Social

Philosophy: Exploring a Stream of Ideas from America to Europe, 185.

Bolden, R. (2011). Distributed leadership in organisations: A review of theory and

research. International journal of management reviews, 13(3), 251-269.

189


https://doi.org/10.1111/1468-0432.00103
https://doi.org/10.1080/07294360.2010.487201
https://doi.org/10.1080/13603124.2012.754057

Bowler, M. (2020). A language crisis? Higher Education Policy
Institute. https://www.hepi.ac.uk/wp-content/uploads/2020/01/HEPI_A-Languages-
Crisis_Report-123-FINAL.pdf

Bradley, H. (2007). Gender. Cambridge. UK: Polity Press.

Brandenburg, U., Berghoff, S., & Taboadela, O. (2014). The Erasmus impact study: effects of
mobility on the skills and employability of students and the internationalisation of higher

education institutions: executive summary. Publications Office.

Brannick, T., & Coghlan, D. (2007). In defence of being “native”: The case for insider academic

research. Organisational research methods, 10(1), 59-74.
Braun, & Clarke, V. (2022). Thematic analysis: a practical guide. SAGE.

Breeze, M. (2018). Imposter syndrome as a public feeling. Feeling academic in the neoliberal

university: Feminist flights, fights and failures, 191-219.

Brescoll, V. (2011). Who Takes the Floor and Why: Gender, Power, and Volubility in
Organisations. Administrative science quarterly, 56(4), 622-

641. https://doi.org/10.1177/0001839212439994

Brew, A. (2002). The nature of research: Inquiry in academic contexts. Routledge.

Briggs, A. R. J. (2007). Exploring Professional Identities: Middle Leadership in Further
Education Colleges. School Leadership and Management 27 (5): 471-485. doi:
10.1080/13632430701606152

British Academy, Arts and Humanities Research Council, Association of School and College
Leaders, British Council, & Universities UK. (2020). Towards a national languages strategy:
Education and skills. Retrieved April 30, 2023,

from https://www.thebritishacademy.ac.uk/publications/towards-national-languages-

strategy-education-and-skills/

Britton, D. M. (2016). Beyond the chilly climate: The salience of gender in women’s academic

careers. Gender & Society, 31(1), 5-27. https://doi.org/10.1177/0891243216681494

Brockmeier, J., & Carbaugh, D. A. (Eds.). (2001). Narrative and identity: Studies in

autobiography, self and culture (Vol. 1). John Benjamins Publishing.

190


https://doi.org/10.1177/0001839212439994

Brooks, A. (2001) ‘Restructuring Bodies of Knowledge’ in A. Brooks and A. Mackinnon (eds,)
Gender and the Restructured University (Buckingham: Society for Research into Higher

Education and Open University).

Brown, N., McAllister, A., Haggith, M., Sikora Katt, E., & Peterson-Hilleque, V. (2024). One in a
group: Silence and invisibility in the academy. In Poetic Inquiry for the Human and Social
Sciences: Voices from the South and North (pp. 187-

200). https://repository.hsrc.ac.za/handle/20.500.11910/23309

Brutt-Griffler, J. (2008). Intellectual culture and cultural imperialism: Implications of the

growing dominance of English in academia. English in academia: Catalyst or barrier, 59-72.

Bucholtz, M., & Hall, K. (2022). Locating identity in language. In Language and Identity (pp.
18-28). Edinburgh University Press. https://doi.org/10.1515/9780748635788-006

Buketoy, K. (2022). Neoliberal Russia. Doxa Journal. Retrieved

from https://doxajournal.ru/neolibmetropolerussia

Bulatova, T., & Glukhov, A. (2018). “Sostoianie mezhetnicheskikh otnoshenii v Tomske v
otsenke obrazovatel ' nykh migrantov,” Vestnik Tomskogo gosudarstvennogo universiteta.

Filosofiia. Sotsiologiia. Politologiia, no. 43.

Burakovsky, A. (2022, April 1). The war in Ukraine ruins Russia’s academic ties with the
West. The Conversation. https://theconversation.com/the-war-in-ukraine-ruins-russias-

academic-ties-with-the-west-180006

Burawoy, M. (2001). Neoclassical sociology: from the end of communism to the end of

classes. American journal of sociology, 106(4), 1099-1120.

Burchielli, R., Bartram, T., & Thanacoody, R. (2008). Work-family balance or greedy

organisations. Relations industrielles, 63(1), 108-133.

Burkinshaw, P., Cahill, J., & Ford, J. (2018). Empirical Evidence Illuminating Gendered Regimes
in UK Higher Education: Developing a New Conceptual Framework. Education sciences, 8(2),

81. https://doi.org/10.3390/educsci8020081

Burr, V. (2015). Social constructionism. Routledge.

Burrell, G., & Morgan, G. (2019). Sociological paradigms and organisational analysis:

Elements of the sociology of corporate life. Routledge.

191


https://repository.hsrc.ac.za/handle/20.500.11910/23309
https://doi.org/10.3390/educsci8020081

Butler, J. (2006). Gender Trouble: Feminism and the Subversion of Identity.
Routledge. https://doi.org/10.4324/9780203824979

Byford, A. (2012). The Russian Diaspora in International Relations: ‘Compatriots’ in

Britain, Europe-Asia Studies, 64:4, 715-735, DOI: 10.1080/09668136.2012.660764

Byford, A., Doak, C., & Hutchings, S. (2024). Introduction: Russian and Slavonic Studies at the
Crossroads: The Implications of the War in Ukraine. In Forum for Modern Language

Studies (Vol. 60, No. 3, pp. 336-338). Oxford University Press.
Bynum, Y. P. (2015). The Power of Informal Mentoring. Education, 136(1), 69-73.

Byrnes, H. (2002). Toward Academic-level Foreign Language Abilities: Reconsidering
Foundational Assumptions, Expanding Pedagogical Options. In Developing Professional-level
Language Proficiency, edited by Betty Lou Leaver and Boris Shekhtman, 34-60. Cambridge:

Cambridge University Press.

Calvert, M., Lewis, T., & Spindler, J. (2011). Negotiating professional identities in higher

education: Dilemmas and priorities of academic staff. Research in Education, 86(1), 25—-38.
Cameron, D. (2001). Working with spoken discourse. SAGE.

Canagarajah, & Silberstein, S. (2012). Diaspora Identities and Language. Journal of Language,
Identity, and Education, 11(2), 81-84. https://doi.org/10.1080/15348458.2012.667296

Carson, L. (2010). Innovation and autonomy in an institution-wide language programme.

Language learner autonomy: Policy, curriculum, classroom, 151-170.

Cervi-Wilson, T., & Brick, B. (2016). The employability advantage: embedding skills through a

university-wide language programme. Employability for languages: a handbook, 149-153.

Chari, S., & Verdery, K. (2009). Thinking between the posts: Postcolonialism, postsocialism,

and ethnography after the Cold War. Comparative studies in society and history, 51(1), 6-34.

Charles, E. (2019). Decolonising the curriculum. Insights the UKSG journal, 32(1), 1-
7. https://doi.org/10.1629/uksg.475

Chevalier, J. (2022). Language policy in the Russian Federation: Russian as the “state”

language. Ab Imperio, 1(2005), 285-303.

192


https://doi.org/10.4324/9780203824979
https://doi.org/10.1080/09668136.2012.660764
https://doi.org/10.1080/15348458.2012.667296
https://doi.org/10.1629/uksg.475

Clarke, M. (2008). Language teacher identities: Co-constructing discourse and community (1st

ed.). Multilingual Matters. https://doi.org/10.21832/9781847690838

Clegg, S. (2008). Academic identities under threat? British Educational Research
Journal, 34(3), 329-345.

Clifton, J. (2017). Taking the (heroic) leader out of leadership: The in-situ practice of
distributed leadership in decision-making talk. In C. Baxter (Ed.), Challenging leadership
stereotypes through discourse (pp. 45—68). Springer. https://doi.org/10.1007/978-981-10-
4319-2_3

Clifton, J. (2014). Small stories, positioning, and the discursive construction of leader identity
in business meetings. Leadership (London, England), 10(1), 99-117.
https://doi.org/10.1177/1742715013504428

Clifton, J.& Van De Mieroop (2017). Identities on a Learning Curve: Female Migrant
Narratives and the Construction of Identities of (Non) Participation in Communities of
Practice. In Identity Struggles: Evidence from Workplaces around the World, edited by Dorien

Van De Mieroop and Stephanie Schnurr, 225-40. Amsterdam: John Benjamins.

Clifton, J., Schnurr, S.& Van De Mieroop (2020). The Language of Leadership Narratives:

A Social Practice Perspective. Abingdon: Routledge.

Clunan, A. L. (2014). Historical aspirations and the domestic politics of Russia's pursuit of
international status. Communist and post-communist studies, 47(3-4), 281-

290. https://doi.org/10.1016/j.postcomstud.2014.09.002

Coates, J. (2004). Women, men, and language: a sociolinguistic account of gender differences

in language (3rd ed.). Pearson Longman.

Coates, J. (2013). Gender and discourse analysis. In The Routledge handbook of discourse

analysis (pp. 90-103). Routledge.

Cohen, L., Manion, L., & Morrison, K. (2018). Research methods in education (8th ed.).

Routledge.

Cole, K., & Hassel, H. (2017). Surviving sexism in academia. Surviving Sexism in Academia (1st

ed.). Routledge. https://doi. org/10.4324/9781315523217.

193


https://doi.org/10.21832/9781847690838
https://doi.org/10.1016/j.postcomstud.2014.09.002

Coleman, K. W. (2017). Diversity’s Promise for Higher Education: Making it Work by Daryl G.
Smith (review). Journal of College Student Development, 58(1), 120-
122. https://doi.org/10.1353/csd.2017.0010

Coleman, M., & Briggs, A. (2002). Research methods in educational leadership and

management. Paul Chapman.

Coleman, A., Crawford, M., Shin, H., Dadd, D., & Collins, B. (2023). The career prospects of
migrant, female academics from minority ethnic backgrounds in the UK’s higher education

sector: an integrative review of peer-reviewed literature. Educational Review, 1-23.

Collard, J., & Reynolds, C. (2004). EBOOK: Leadership Gender and Culture in Education.
McGraw-Hill Education (UK).

Collini, S. (2017). Speaking of universities. Verso Books.

Columbu, A. (2022). Decolonising Arabic language teaching: a case study. Language Cultures

Mediation, 8(2), 101-118.

Complete University Guide. (n.d.). Russian and Eastern European languages. The Complete
University Guide. Retrieved March 25, 2025,
from https://www.thecompleteuniversityguide.co.uk/league-tables/rankings/russian-and-

east-european-languages

Corbin, J., & Strauss, A. (1990). Grounded Theory Research: Procedures, Canons, and

Evaluative Criteria. Qualitative sociology, 13(1), 3-21. https://doi.org/10.1007/BF00988593

Costley, C., & Gibbs, P. (2006). Researching others: care as an ethic for practitioner
researchers. Studies in higher education (Dorchester-on-Thames), 31(1), 89-

98. https://doi.org/10.1080/03075070500392375

Cotter, D. A., Hermsen, J. M., Ovadia, S., & Vanneman, R. (2001). The Glass Ceiling
Effect. Social forces, 80(2), 655-681. https://doi.org/10.1353/s0f.2001.0091

Cotterill, P., & Letherby, G. (2005). Women in higher education: Issues and
challenges. Women's studies international forum, 28(2), 109-

113. https://doi.org/10.1016/j.wsif.2005.04.001

Crasnow, S. (2008). Feminist philosophy of science: ‘standpoint’ and knowledge. Science &

Education, 17, 1089-1110. Springer.

194


https://doi.org/10.1353/csd.2017.0010
https://doi.org/10.1007/BF00988593
https://doi.org/10.1080/03075070500392375
https://doi.org/10.1353/sof.2001.0091
https://doi.org/10.1016/j.wsif.2005.04.001

Crenshaw, K. (1991). Mapping the Margins: Intersectionality, Identity Politics, and Violence
against Women of Colour. Stanford Law Review, 43(6), 1241-
1299. https://doi.org/10.2307/1229039

Creswell, J. W. (2013). Qualitative inquiry & research design: choosing among five

approaches (3rd ed.). SAGE.

Creswell, J. W., & Creswell, J. D. (2018). Research design: qualitative, quantitative & mixed

methods approaches (5th edition, international student edition). SAGE.

Cresswell, J., & Poth, C. N. (2018). Qualitative Inquiry & Research Design: Choosing Among
Five Approaches, John W. Cresswell. SAGE Publication, 11(2), 211.

Criser, R., & Knott, S. (2019). Decolonising the Curriculum. Die Unterrichtspraxis, 52(2), 151-
160. https://doi.org/10.1111/tger.12098

Critchley, M., Wanner, I. & Schaffner, S. (2025). Research practice and culture in European
universities’ Language Centres. Results of a survey in CercleS member institutions. Language

Learning in Higher Education, 15(1), 7-38. https://doi.org/10.1515/cercles-2024-0091

Critchley, M., & Wyburd, J. (2021). Evolution of university internationalisation strategies and
language policies: challenges and opportunities for language centres. Language learning in

higher education (Berlin, Germany), 11(1), 3-13. https://doi.org/10.1515/cercles-2021-0001

Critchley, M., lllingworth, J., & Wright, V. (2021). Survey of language provision in UK
universities in 2021 (Report No. 3, July). University Council of Modern Languages (UCML) &

Association for University Language Communities in the UK & Ireland (AULC).

Cubillo, L. & Brown, M. (2003). Women into Educational Leadership and Management:
International Differences? Journal of Educational Administration 41 (3): 278-91.

doi:10.1108/09578230310474421.

Cummins, H. (2017). Literature review of the university teaching trap of academic

women. Advancing Women in Leadership Journal, 37, 13-19.

Currie, J., Thiele, B. & Harris, P. (2002) Gendered Universities in Globalised Economies Oxford:

Lexington Books.

195


https://doi.org/10.2307/1229039
https://doi.org/10.1111/tger.12098
https://doi.org/10.1515/cercles-2024-0091
https://doi.org/10.1515/cercles-2021-0001

Currie, J. & Thiele, B. (2001) ‘Globalisation and Gendered Work Cultures in Universities’ in A.
Brooks and A. Mackinnon (eds). Gender and the Restructured University (Buckingham:

Society for Research into Higher Education and Open University).

Dadabaey, T. (2013). Recollections of emerging hybrid ethnic identities in Soviet Central Asia:
the case of Uzbekistan. Nationalities Papers, 41(6), 1026-1048.

Daiute, C., & Lightfoot, C. (Eds.). (2004). Narrative analysis: Studying the development of

individuals in society. Sage.

Davies, B. (1991). The concept of agency: A feminist poststructuralist analysis. Social Analysis:

The International Journal of Social and Cultural Practice, (30), 42-53.

Davies, B., & HarrE, R. O. M. (1990). Positioning: The Discursive Production of Selves. Journal
for the theory of social behaviour, 20(1), 43-63. https://doi.org/10.1111/].1468-

5914.1990.tb00174.x

Davies, B., Browne, J., Gannon, S., Hopkins, L., McCann, H., & Wihlborg, M. (2006).
Constituting the feminist subject in poststructuralist discourse. Feminism &

Psychology, 16(1), 87-103.

Davis, M., Jaber, M. A., Al Sumaiti, R., & Williams, B. (2016). Emiratiy at Embracing a Shifting
World: Ways of Knowing Leadership in the United Arab Emirates. In Racially and Ethnically
Diverse Women Leading Education: A Worldview (Vol. 25, pp. 55-73). Emerald Group
Publishing Limited.

Davis, A., Jansen van Rensburg, M. & Venter, P. (2014) ‘The impact of managerialism on the
strategy work of university middle managers’, Studies in Higher Education; 1-15 doi:

10.1080/03075079.2014.981518

Davis, S. N., & Greenstein, T. N. (2009). Gender ideology: Components, predictors, and

consequences. Annual review of Sociology, 35(1), 87-105.

Debebe, G., Anderson, D., Bilimoria, D., & Vinnicombe, S. M. (2016). Women’s Leadership
Development Programs: Lessons Learned and New Frontiers. Journal of Management

Education, 40(3), 231-252. https://doi.org/10.1177/1052562916639079

De Costa, P. I., & Norton, B. (2017). Introduction: Identity, transdisciplinarity, and the good
language teacher. The Modern Language Journal, 101(S1), 3-14.

196


https://doi.org/10.1111/j.1468-5914.1990.tb00174.x
https://doi.org/10.1111/j.1468-5914.1990.tb00174.x

De Fina, A. (2009). Narratives in interview: The case of accounts: For an interactional
approach to narrative genres. Narrative inquiry: NI, 19(2), 233-
258. https://doi.org/10.1075/ni.19.2.03def

De Fina, A., & Georgakopoulou, A. (2015). The handbook of narrative analysis (First edition,
ed.). Wiley Blackwell.

De Fina, A., Schiffrin, D., & Bamberg, M. G. W. (2006). Discourse and identity. Cambridge

University Press.

De Welde, K., & Stepnick, A. (Eds.). (2023). Disrupting the culture of silence: Confronting

gender inequality and making change in higher education. Taylor & Francis.

Deem, & Lucas, L. (2007). Research and teaching cultures in two contrasting UK policy
contexts: Academic life in education departments in five English and Scottish universities.

Higher Education, 54(1), 115-133.

Deem, R. (2003). Gender, Organisational Cultures and the Practices of Manager-Academics in
UK Universities. Gender, work, and organisation, 10(2), 239-

259. https://doi.org/10.1111/1468-0432.t01-1-00013

Deem, R. (1998). 'New managerialism higher education: The management of performances
and cultures in universities in the United Kingdom. International Studies in Sociology of

Education, 8(1), 47-70.

Deem, R. (2000). ‘New managerialism’ and the management of UK universities: End of award
report on the findings of an Economic and Social Research Council funded project, October

1998 — November 2000. Lancaster, UK: Lancaster University. ESRC Award No. RO00 237661.

Deem, R. (2004). The knowledge worker, the manager-academic and the contemporary UK
university: New and old forms of public management? Financial Accountability &

Management, 20 ( 2 ): 107 — 128.

Deem, R. Hilliard, S. & Reed, M. (2008) Knowledge, Higher Education and the New

Managerialism (Oxford: Oxford University Press).

Deem, R. (1999) ‘Power and resistance in the academy: the case of women academic
managers’, in J. Hearn and R. Moodley (eds.), Transforming Managers: Gendering Change in

the Public Sector (London: UCL Press).

197


https://doi.org/10.1075/ni.19.2.03def
https://doi.org/10.1111/1468-0432.t01-1-00013

DeFrank-Cole, L., Latimer, M., Reed, M., & Wheatly, M. (2014). The Women’s Leadership
Initiative: One University’s Attempt to Empower Females on Campus. Journal of Leadership,

Accountability and Ethics, 11(1), 50-63.

Delanty, G. (2007). Academic identities and institutional change. In Changing identities in
higher education (pp. 138-147). Routledge.

Delgado, R., & Stefancic, J. (2000). Critical race theory: The cutting edge (2nd ed.). Temple

University Press.

Delgado, R., Stefancic, J., & Harris, A. (2017). Critical Race Theory (Third Edition): An
Introduction. NYU Press. https://doi.org/10.18574/9781479851393

Denzin, N. K., & Lincoln, Y. S. (2013). The landscape of qualitative research (4th ed.). SAGE.

de Vries, J. (2011). Mentoring for Change. Universities Australia Executive Women & LH
Martin Institute for Higher Education Leadership and Management.

http://jendevries.com/publications-full/2014/5/1/mentoring-for-change

de Vries, J., Webb, C., & Eveline, J. (2006). Mentoring for gender equality and organisational
change. Employee Relations, 28(6), 573-587. https://doi.org/10.1108/01425450610704506

Dickins, J., & Watson, J. C. (2013). Arabic teaching in Britain and Ireland. In Handbook for

Arabic language teaching professionals in the 21st century (pp. 107-114). Routledge.

Di Napoli, R. (2009). Academic identities and team management: mission impossible? REDU.

Revista de Docencia Universitaria, 7(4), 1-13.

Dlaska, A. (2000). Integrating culture and language learning in institution-wide language

programmes. Language, Culture and Curriculum, 13(3), 247-263.

Dlaska, A. (2012). From politics to policy: Rethinking the relationship between language
centres and Modern Foreign Language departments. Language Learning in Higher Education,

1(2), 287-299. https://doi.org/10.1515/cercles-2011-0022

Dlaska, A. (2013). The role of foreign language programmes in internationalising learning and
teaching in higher education. Teaching in Higher Education, 18(3), 260-271.
https://doi.org/10.1080/13562517.2012.696538

198


https://doi.org/10.18574/9781479851393
https://doi.org/10.1108/01425450610704506
https://doi.org/10.1515/cercles-2011-0022

Doherty, L., & Manfredi, S. (2010). Improving women's representation in senior positions in
universities. Employee relations, 32(2), 138-

155. https://doi.org/10.1108/01425451011010096

Drew, F., & Ottewill, R. (2002). Learning styles and the potential for learning on institution-
wide language programmes: an assessment of the results of a pilot study. Language Learning

Journal, 26(1), 11-18.

Drennan, L. (1998). Valuing teaching in the Scottish universities. Education-line. Retrieved

October 2023, from http://www.leeds.ac.uk/educol

Drennan, L. T. (2001). Quality assessment and the tension between teaching and

research. Quality in Higher Education, 7(3), 167-178.

Drobnik-Rogers, J., & Torres, S. (2024). Less-widely Taught Languages in UK Higher

Education. New Perspectives on Languages.

Due Billing, Y., & Alvesson, M. (2000). Questioning the Notion of Feminine Leadership: A
Critical Perspective on the Gender Labelling of Leadership. Gender, work, and

organisation, 7(3), 144-157. https://doi.org/10.1111/1468-0432.00103

Duncombe, J., & Jessop, J. (2002). ‘Doing rapport’ and the ethics of ‘faking friendship’. In M.
Mauthner, M. Birch, J. Jessop, & T. Miller (Eds.), Ethics in qualitative research (pp. 107-122).

London: Sage.

Dunn, J. A. (2013). Review into the present state of Slavonic and East European Studies in the

higher education system of the UK. Higher Education Academy: Heslington, York.

Eagly, A. H., & Karau, S. J. (2002). Role Congruity Theory of Prejudice Toward Female
Leaders. Psychological Review, 109(3), 573-598. https://doi.org/10.1037/0033-

295X.109.3.573

Eagly, A. H., Wood, W., & Diekman, A. B. (2000). Social role theory of sex differences and
similarities: A current appraisal. In T. Eckes & H. M. Trautner (Eds.), The developmental social

psychology of gender (pp. 123—174). Mahwah, NJ: Erlbaum.

Eagly, A. H., & Wood, W. (2012). Social role theory. Handbook of theories of social
psychology, 2, 458-476.

199


https://doi.org/10.1108/01425451011010096
https://doi.org/10.1111/1468-0432.00103
https://doi.org/10.1037/0033-295X.109.3.573
https://doi.org/10.1037/0033-295X.109.3.573

Eagly, A. H. (1982, August). Gender and social roles: A distributional theory of gender
stereotypes (ERIC Document No. ED223940). Paper presented at the Annual Convention of
the American Psychological Association, Washington, DC. Retrieved

from https://files.eric.ed.gov/fulltext/ED223940.pdf

Eckert, P., & McConnell-Ginet, S. (1992). Think Practically and Look Locally: Language and
Gender as Community-Based Practice. Annual review of anthropology, 21(1), 461-

488. https://doi.org/10.1146/annurev.an.21.100192.002333

Eddy, P. L., & VanDerLinden, K. E. (2006). Emerging definitions of leadership in higher
education: New visions of leadership or same old “hero” leader? Community College

Review, 34(1), 5-26.

Ehrlich, S. (2001). Gendering the ‘learner’: Sexual harassment and second language
acquisition. In A. Pavlenko, A. Blackledge, I. Piller, & M. Teutsch-Dwyer (Eds.),
Multilingualism, second language learning, and gender (pp. 103—129). Berlin/New York:

Mouton de Gruyter.
ElHawari, R. (2020). Teaching Arabic as a heritage language. Routledge.

Elliott, C., & Stead, V. (2008). Learning from Leading Women's Experience: Towards a
Sociological Understanding. Leadership (London, England), 4(2), 159-
180. https://doi.org/10.1177/1742715008089636

Elliott, J. (2005). Using Narrative in Social Research: Qualitative and Quantitative Approaches.

Sage Publications.

Elliott, J., & Tudge, J. (2013). The impact of the West on post-Soviet Russian education:

change and resistance to change. In Western Psychological and Educational Theory in Diverse

Contexts (pp. 93-112). Routledge.

Ellis, C. S., & Bochner, A. P. (2006). Analysing Analytic Autoethnography: An Autopsy. Journal
of Contemporary Ethnography, 35(4), 429-449. https://doi.org/10.1177/0891241606286979

Ely, R. J. (1995). The Power in Demography: Women's Social Constructions of Gender Identity

at Work. Academy of Management journal, 38(3), 589-634. https://doi.org/10.2307/256740

English, A., & Heilbronn, R. (2024). Decolonising the curriculum: philosophical perspectives—

an introduction. Journal of Philosophy of Education, 58(2-3), 155-165.

200


https://doi.org/10.1146/annurev.an.21.100192.002333
https://doi.org/10.1177/1742715008089636
https://doi.org/10.1177/0891241606286979
https://doi.org/10.2307/256740

Entin, M. L., Entina, E. G., & Torkunova, E. A. (2019). New Phase of Decolonisation: From

Formal Sovereignity to Real One. Polis (Moscow, Russia) (1), 124.

Eastwick, P. W., Eagly, A. H., Glick, P., Johannesen-Schmidt, M. C., Fiske, S. T., Blum, A. M. B.,
Eckes, T., Freiburger, P., Huang, L., Fernandez, M. L., Manganelli, A. M., Pek, J. C. X., Castro, Y.
R., Sakalli-Ugurlu, N., Six-Materna, 1., & Volpato, C. (2006). Is Traditional Gender Ideology
Associated with Sex-Typed Mate Preferences? A Test in Nine Nations. Sex Roles, 54(9-10),
603-614. https://doi.org/10.1007/s11199-006-9027-x

Etherington, K. (2004). Becoming a reflexive researcher: Using ourselves in research. Jessica

Kingsley Publishers.

Etkind, A., Uffelman, D., & Kukulin, 1. (2012). Tam, vnutri. Praktiki vnutrennej kolonizacii v

kul’turnoj istorii Rossii (In Russ.) New Literary Observer.

Evans, L. (2015). Competitiveness, elitism and neoliberal performativity: the formation of a
Russell Group academic identity. Academic identities in higher education: The changing

European landscape, 149.

Faheem, A., & Rahman, M. (2024). “Never let anyone tell you that you’re not good enough”:
Using Intersectionality to Reflect on Inequality in British Academia. In Uncovering
Islamophobia in Higher Education: Supporting the Success of Muslim Students and Staff (pp.
97-119). Cham: Springer Nature Switzerland.

Fairclough, N. (2003). Analysing discourse: textual analysis for social research. Routledge.

Favero, L. W., & Heath, R. G. (2012). Generational perspectives in the workplace: Interpreting
the discourses that constitute women’s struggle to balance work and life. The Journal of

Business Communication (1973), 49(4), 332-356.

Fazackerley, A. (2022a, March 4). UK universities brace for impact of sanctions against
Russia. The

Guardian. https://www.theguardian.com/education/researchfunding/2022/mar/04/all

Fazackerley, A. (2022b, March 6). Russians at UK universities ‘lonely and guilty’ as they fear
for the future. The

Guardian. https://www.theguardian.com/education/universities/2022/mar/06/all

Fejes, A. (2011). Confession, in-service training and reflective practices. British Educational

Research Journal, 37(5), 797-812.
201


https://doi.org/10.1007/s11199-006-9027-x
https://www.theguardian.com/education/researchfunding/2022/mar/04/all
https://www.theguardian.com/education/universities/2022/mar/06/all

Ferguson, C. A. (2003). Diglossia. In The bilingualism reader (pp. 71-86). Routledge.

Ferguson, R., Coughlan, T., Egelandsdal, K., Gaved, M., Herodotou, C., Hillaire, G., Jones, D.,
Jowers, ., Kukulska-Hulme, A., McAndrew, P., Misiejuk, K., Ness, I. J., Rienties, B., Scanlon, E.,
Sharples, M., Wasson, B., Weller, M., & Whitelock, D. (2019). Innovating pedagogy 2019:
Open University innovation report 7. Milton Keynes: The Open University. Retrieved

from https://iet.open.ac.uk/files/innovating-pedagogy-2019.pdf

Ferney, D. (2004). Institution-wide languages programmes and non-specialist learners. In J. A.
Coleman & J. Klapper (Eds.), Effective learning and teaching in modern languages (pp. 117—
125). Routledge. Retrieved from https://www.routledge.com/Effective-Learning-and-

Teaching-in-Modern-Languages/Coleman-Klapper/p/book/9780415346641

Fitzmaurice, M. (2013). Constructing professional identity as a new academic: a moral

endeavour. Studies in higher education, 38(4), 613-622.

Fletcher, J. K. (2004). The paradox of postheroic leadership: An essay on gender, power, and
transformational change. The Leadership Quarterly, 15(5), 647-
661. https://doi.org/10.1016/j.leaqua.2004.07.004

Floyd, A. (2012). Narrative and life history. In: Briggs, A., Coleman, M. and Morrison, M. (eds.)
Research methods in educational leadership and management. 3rd edition. Sage, London,

pp. 223-235. ISBN 9781446200438.

Floyd, A. (2016). Supporting academic middle managers in higher education: Do we
care? Higher education policy, 29(2), 167-183. https://doi.org/10.1057/hep.2015.11

Floyd, A. (2013) ‘Narrative of academics who become department heads in a UK university’,
in L. Gornall, C. Cook, L. Daunton, J. Salisbury and B Thomas (eds.) Academic Working Lives:

Experience, Practice and Change, London: Bloomsbury, pp. 86—93.

Floyd, A., & Arthur, L. (2012). Researching from within: external and internal ethical
engagement. International journal of research & method in education, 35(2), 171-

180. https://doi.org/10.1080/1743727X.2012.670481

Floyd, A., & Dimmock, C. (2011). ‘Jugglers’, ‘copers’ and ‘strugglers’: academics' perceptions
of being a head of department in a post-1992 UK university and how it influences their future

careers. Journal of Higher Education Policy and Management, 33(4), 387-399.

202


https://doi.org/10.1016/j.leaqua.2004.07.004
https://doi.org/10.1057/hep.2015.11
https://doi.org/10.1080/1743727X.2012.670481

Floyd, A., & Morrison, M. (2014). Exploring identities and cultures in inter-professional
education and collaborative professional practice. Studies in Continuing Education, 36(1), 38-

53.

Floyd, A., & Fung, D. (2017). Focusing the kaleidoscope: exploring distributed leadership in an
English university. Studies in higher education (Dorchester-on-Thames), 42(8), 1488-
1503. https://doi.org/10.1080/03075079.2015.1110692

Fomunyam, K. G. (2019). Decolonising Higher Education in the Era of Globalisation and

Internationalisation. UJ Press.

Ford, J. (2006). Discourses of Leadership: Gender, Identity and Contradiction in a UK Public
Sector Organisation. Leadership (London, England), 2(1), 77-
99. https://doi.org/10.1177/1742715006060654

Foucault, M. (2018). The order of things (2nd ed.). Routledge, an imprint of Taylor and
Francis. https://doi.org/10.4324/9780203996645

Freire, P. (2014). Pedagogy of Hope: Reliving Pedagogy of the Oppressed. Bloomsbury
Publishing Plc.

Fuller, C. (2018). The existential self: challenging and renegotiating gender identity through
higher education in England. Gender and education, 30(1), 92-
104. https://doi.org/10.1080/09540253.2016.1241380

Gabriel, Y. (2000). Storytelling in organisations, facts, fictions, and fantasies. Oxford. UK:

Oxford University Press.

Gallardo, M. (2019). Negotiating identity in modern foreign language teaching. Palgrave

Macmillan.

Gardner, R. (2004). Conversation analysis. In A. Davies & C. Elder (Eds.), The handbook of

applied linguistics (pp. 262—284). Blackwell Publishing.

Gardner-McTaggart, A. C. (2021). Washing the world in whiteness: International schools’

policy. Journal of Educational Administration and History, 53(1), 1-20.

Gee, J. P. (2014). An introduction to discourse analysis: theory and method (Fourth edition.

ed.). Routledge.

Genz & Brabon, B. (2018). Postfeminism. Edinburgh University Press.
203


https://doi.org/10.1080/03075079.2015.1110692
https://doi.org/10.1177/1742715006060654
https://doi.org/10.4324/9780203996645
https://doi.org/10.1080/09540253.2016.1241380

Georgakopoulou, A. (2007). Small stories, interaction and identities. John Benjamins Pub. Co.

Gill, R. (2000). Discourse analysis. In M. W. Bauer & G. Gaskell (Eds.), Qualitative researching

with text, image and sound: A practical handbook (pp. 172-190). Sage.

Gill, R. (2008). Culture and subjectivity in neoliberal and postfeminist times. Subjectivity, 25,
432-445. https://doi.org/10.1057/sub.2008.28

Gill, R. (2014). Unspeakable Inequalities: Post Feminism, Entrepreneurial Subjectivity, and the
Repudiation of Sexism among Cultural Workers. Social politics, 21(4), 509-
528. https://doi.org/10.1093/sp/jxu016

Gill, R., & Scharff, C. (2013). Introduction. In R. Gill & C. Scharff (Eds.), New femininities:

Postfeminism, neoliberalism and subjectivity (pp. 1-21). Palgrave Macmillan
Gillham, B. (2000). Case study research methods. Bloomsbury Publishing

Gillies, V., & Alldred, P. (2012). The ethics of intention: research as a political tool. Ethics in

qualitative research, 43.

Giolfo, M., & Sinatora, F. (2018). Orientalism and neo-orientalism: Arabic representations and

the study of Arabic. In Middle East Studies after September 11 (pp. 81-99). Brill.

Glick, P., & Fiske, S. T. (2001). An ambivalent alliance: Hostile and benevolent sexism as
complementary justifications for gender inequality. American Psychologist, 56(2), 109—

118. https://doi.org/10.1037/0003-066X.56.2.109

Goldstein, S. E. (2017). Reflexivity in narrative research: Accessing meaning through the
participant-researcher relationship. Qualitative Psychology, 4(2), 149—
164. https://doi.org/10.1037/qup0000035

Goleman, D. (2004). Emotional intelligence: why it can matter more than 1Q; Working with

emotional intelligence. Bloomsbury.

Gor, K., & Vatz, K. (2009). Less commonly taught languages: Issues in learning and teaching.
In M. H. Long & C. J. Doughty (Eds.), The handbook of language teaching (pp. 234-249).
Blackwell Publishing Ltd.

Gordon, G., & Whitchurch, C. (2010). Academic and professional identities in higher

education. New York: Routledge.

204


https://doi.org/10.1093/sp/jxu016

Gosling, D., & D'Andrea, V. M. (2001). Quality development: a new concept for higher
education. Quality in higher education, 7(1), 7-17.

Gough, V. (2019, October 29). Modern foreign languages with Vicky Gough at the British
Council. Schools and Academies Show. Retrieved May 24, 2024,

from https://blog.schoolsandacademiesshow.co.uk/blog/british-council-mfl*

Gough, V. (2023, January 19). The British and their secret language regrets. Voices
Magazine. The British Council. Retrieved from https://www.britishcouncil.org/voices-

magazine/british-and-their-secret-language-regrets

Gramsci, A., Hoare, Q., & Nowell-Smith, G. (Eds.). (1971). Selections from the prison

notebooks of Antonio Gramsci. International Publishers

Gray, J., O’Regan, J. P., & Wallace, C. (2018). Education and the discourse of global
neoliberalism. Language and Intercultural Communication, 18(5), 471-477.

https://doi.org/10.1080/14708477.2018.1501842

Greene, S. A., & Robertson, G. (2022). Affect and Autocracy: Emotions and Attitudes in Russia
after Crimea. Perspectives on politics, 20(1), 38-

52. https://doi.org/10.1017/5S1537592720002339

Grummell, B. Devine, D. & Lynch, K. (2008). The care-less manager: gender, care and new

managerialism in higher education’, Gender and Education, 20, 6, 1-17.
Guba, E.G., & Lincoln, Y. (1989). Fourth generation evaluation. Sage.
Gumperz, J. J. (1982). Language and social identity. Cambridge University Press.

Habermas, J. (2022). Introduction au texte de J. Habermas. Cités, 89(1), 151-152.
https://doi.org/10.3917/cite.089.0151

Hall, R. M., & Sandler, B. R. (1982). The Classroom Climate: A Chilly One for Women?
Washington, DC: Project on the Status and Education of
Women. http://eric.ed.gov/PDFS/ED215628.pdf

Haleem, M. A. (2020). The Role of Rhetoric (balagha) in Teaching Arabic in Western

Universities: An Experience from Britain. Journal of Qur'anic Studies, 22(3), 154-174.

Hancock, D. R., Algozzine, B., & Lim, J. H. (2021). Doing case study research: A practical guide

for beginning researchers (4th ed.). Teachers College Press

205


https://doi.org/10.1080/14708477.2018.1501842
https://doi.org/10.1017/S1537592720002339
http://eric.ed.gov/PDFS/ED215628.pdf

Hanson, J. (2009). Displaced but not replaced: The impact of e-learning on academic
identities in higher education. Teaching in Higher Education, 14(6), 553—
564. https://doi.org/10.1080/13562510903186774

Hammersley, M. (2013). What is qualitative research? Bloomsbury

Academic. https://doi.org/10.5040/9781849666084

Hammersley, F. (2012). Postmodernism, or The Cultural Logic of Late Capitalism. Duke

University Press.

Hargreaves, A., & Shirley, D. (2021). Leadership, identity, and intersectionality. In Future
Alternatives for Educational Leadership (pp. 111-125). Routledge.

Harley, S. (2003). Research Selectivity and Female Academics in UK Universities: from
gentleman's club and barrack yard to smart macho? Gender and education, 15(4), 377-

392. https://doi.org/10.1080/09540250310001610580

Harris, A., & Jones, M. (2019). Teacher leadership and educational change. School leadership
& management, 39(2), 123-126. https://doi.org/10.1080/13632434.2019.1574964

Hayter Report (Sir William Hayter) (1961). Report of the Sub-Committee on Oriental,

Slavonic, East European and African Studies, London: University Grants Committee.

Healey, D. (2022). Decolonizing Queer Experience: LGBT+ Narratives from Eastern Europe and
Eurasia. Ed. Emily Channel-Justice. Lanham, Maryland: Lexington Books, 2020. xiv, 205 pp.
Preface. Index. lllustrations. Photographs. Tables. In Slavic Review (Vol. 81, pp. 477-479). New
York, USA: Cambridge University Press.

Healey, M., & Jenkins, A. (2005). Supporting research-informed teaching. HERDSA
News, 25(3), 6-9.

Hearn, J. (2001). ‘Academia, Management and Men: Making the Connections, Exploring the
Implications’ in A. Brooks and A. Mackinnon (eds.) Gender and the Restructured University

(Buckingham: Society for Research into Higher Education and Open University).

Hearn, J. (1999). ‘Men, managers and management: the case of Higher Education’, in S.
Whitehead and R. Moodley (eds.), Transforming Managers: Gendering Change in the Public

Sector (London: UCL Press).

206


https://doi.org/10.5040/9781849666084
https://doi.org/10.1080/09540250310001610580
https://doi.org/10.1080/13632434.2019.1574964

Hekman, S. (1997). Truth and method: Feminist standpoint theory revisited. Signs: Journal of

women in culture and society, 22(2), 341-365.

Hellawell, D. (2006). Inside—out: Analysis of the insider—outsider concept as a heuristic device
to develop reflexivity in students doing qualitative research. Teaching in Higher Education,

11(4), 483-494. https://doi.org/10.1080/13562510600874292

Heller, M., & McElhinny, B. (2017). Language, capitalism, colonialism: Toward a critical

history. University of Toronto Press

HEFCE (Higher Education Funding Council) (1995) Review of Former Soviet and East European
Studies. Bristol: HEFCE

HESA n.d., What do HE students study? | HESA, retrieved on 20.03.2025 from HESA - Experts

in higher education data and analysis

Henkel, M. (2005). Academic identity and autonomy in a changing policy

environment. Higher education, 49, 155-176.

Henry, A. (2015). 'We especially welcome applications from members of visible minority
groups': reflections on race, gender and life at three universities. Race, ethnicity and

education, 18 Cohen(5), 589-610. https://doi.org/10.1080/13613324.2015.1023787

Heslop-Martin, C., Pswarayi, J., & Mitsakis, F. (2024). The impact of equality, diversity and
inclusion (EDI) policies on ethnic minorities' advancement into senior leadership roles in UK
universities. In the 24th University Forum of Human Resource Development (UFHRD)

International Conference 2024, Lisbon, Portugal, 12—-14 June 2024

Higginbotham, E. (1990). Designing an Inclusive Curriculum: Bringing All Women into the

Core. Women's studies quarterly, 18(1/2), 7-23.

Hill, D. & Kumar, R. (eds) (2009). Global Neoliberalism and Education and its Consequences,

Abingdon, Oxon: Routledge.

Hillier, Y., & Jameson, J. (2003). Empowering researchers in further education. Trentham

Books.

Hochschild, A. R. (2012). The managed heart commercialisation of human feeling (Updated,
with a new preface. ed..). University of California Press.

207


https://www.hesa.ac.uk/data-and-analysis/students/what-study
https://www.hesa.ac.uk/
https://www.hesa.ac.uk/

Hochschild, A., & Machung, A. (2012). The second shift: Working families and the revolution

at home. Penguin.
Holmes, J. (2006). Gendered Talk at Work. London: Blackwell

Holmes, J. (2007). Monitoring organisational boundaries: Diverse discourse strategies used in
gatekeeping. Journal of Pragmatics, 39(11), 1993-
2016. https://doi.org/10.1016/j.pragma.2007.07.009

Holmes, J. & Marra, M. (2011). Leadership Discourse in a Maori Workplace: Negotiating
Gender, Ethnicity and Leadership at Work. Gender and Language 5: 317-342.

Holmes, J., & Meyerhoff, M. (1999). The Community of Practice: Theories and methodologies
in language and gender research. Language in society, 28(2), 173-

183. https://doi.org/10.1017/S004740459900202X

Holmes, J., & Schnurr, S. (2006). 'Doing femininity' at work: More than just relational

practice. Journal of sociolinguistics, 10(1), 31-51. https://doi.org/10.1111/j.1360-

6441.2006.00316.x

Holmgren, B. (2013). Toward an Understanding of Gendered Agency in Contemporary
Russia. Signs: Journal of Women in Culture and Society, 38(3), 535-
542. https://doi.org/10.1086/668517

Horn, S. A. (2017). Non-English nativeness as stigma in academic settings. Academy of

Management Learning & Education, 16(4), 579-602.

Hoyle, E. (2001). Teaching: Prestige, status and esteem. Educational management &

administration, 29(2), 139-152.

Howarth, P. (2014). The role of language centres in UK HE. Association of University Language

Communities Resources. Online: https://aulc.org/resources/ 10/5/24
Hughes, C. (2021). Education and elitism: Challenges and opportunities. Routledge.

Hughes, C., & Tight, M. (1995). Linking university teaching and research. Higher Education
Review, 28(1), 51.

Hussain, M. (2023). The policy efforts to address racism and discrimination in higher
education institutions: the case of Canada. Centre for Educational Policy Studies

Journal, 13(2), 9-29.
208


https://doi.org/10.1016/j.pragma.2007.07.009
https://doi.org/10.1017/S004740459900202X
https://doi.org/10.1111/j.1360-6441.2006.00316.x
https://doi.org/10.1111/j.1360-6441.2006.00316.x
https://doi.org/10.1086/668517

Hutchings (2016). Russian studies in UK universities | LLAS Centre for Languages, Linguistics

and Area Studies (southampton.ac.uk)

Hymes, D. (1996). Ethnography, linguistics, narrative inequality: Toward an understanding of

voice. Bristol: Taylor & Francis

Ibarra, H. (1999). Provisional selves: Experimenting with image and identity in professional

adaptation. Administrative science quarterly, 44(4), 764-791.

Iszatt-White, M. (2009). Leadership as Emotional Labour: The Effortful Accomplishment of
Valuing Practices. Leadership (London, England), 5(4), 447-
467. https://doi.org/10.1177/1742715009343032

XVl International CercleS Conference Multilingualism and the Anglosphere Durham
University, United Kingdom 12-14 September 2024 Language Learning in Higher Education,
Volumes 15.1 and 15.2 2025

Isik-Giiler, H., & Erdogan-Oztiirk, Y. (2022). “Gender equality discourse is the glass ceiling we
hit here”: Women's academic leadership narratives in a gender-sensitive university context in
Turkey. In Globalisation, Geopolitics, and Gender in Professional Communication (pp. 63-84).

Routledge.
Isurin, L. (2011). Russian diaspora. In Russian Diaspora. De Gruyter Mouton.

Jacobs, C., Van De Mieroop, D., & Van Laar, C. (2022). A reversed gender bias? Exploring
intersectional identity work by Belgian women with a Turkish or Moroccan migration
background. In Globalisation, Geopolitics, and Gender in Professional Communication (pp.

106-126). Routledge.

Jameson, F. (2012). Postmodernism, or The Cultural Logic of Late Capitalism. Duke University

Press.

Jawitz, J. (2009). Academic identities and communities of practice in a professional

discipline. Teaching in higher education, 14(3), 241-251.

Jean-Marie, G., & Lloyd-Jones, B. (Eds.). (2011). Women of color in higher education:

Turbulent past, promising future. Emerald Group Publishing Limited.

Jefferson, G. (2015). Talking about troubles in conversation. Oxford University Press.

209


https://doi.org/10.1177/1742715009343032

Jenkins, J (2018) “Trouble with English?” in Kelly, M (Ed.) ‘Languages after Brexit: how the UK

speaks to the world’. Palgrave Macmillan (pp 25-34)

Johnson, L. (2017). The lives and identities of UK Black and South Asian head teachers:
Metaphors of leadership. Educational management, administration & leadership, 45(5), 842-

862. https://doi.org/10.1177/1741143217717279

Johnson, R. B., & Onwuegbuzie, A. J. (2004). Mixed Methods Research: A Research Paradigm
Whose Time Has Come. Educational researcher, 33(7), 14-

26. https://doi.org/10.3102/0013189X033007014

Johnstone, B. (2001). Charles Antaki & Sue Widdicombe (eds.), Identities in talk. London:
Sage Publications, 1998. Pp. ix, 224. Pb $26.95. In Lang. Soc (Vol. 30, pp. 278-281). New York:

Cambridge University Press.

Jones, K., & Clifton, J. (2018). Rendering sexism invisible in workplace narratives. A narrative
analysis of female entrepreneurs’ stories of not being talked to by men. Gender, work, and

organisation, 25(5), 557-574. https://doi.org/10.1111/gwa0.12216

Jones, K., & Floyd, A. (2024). Women academics' experiences of maternity leave in the
neoliberal university: Unmasking governmentality. Gender, Work & Organisation, 31(1), 92—

114.

Jones, K. (2020). A feminist poststructuralist analysis of Discourses invoked in the
construction of women'’s leadership identities in higher education. In E. A. Samier & P. Milley
(Eds.), Educational administration and leadership identity formation: International theories,

problems and challenges (pp. 1-33). Routledge. https://centaur.reading.ac.uk/86523/

Jones, K., Sambrook, S., Henley, A., & Norbury, H. (2012). Higher Education Engagement in
Leadership Development: Using Autobiographical Narrative to Understand Potential

Impact. Industry & higher education, 26(6), 461-472. https://doi.org/10.5367/ihe.2012.0129

Jones, A., Harris, J., Spina, N., & Azordegan, J. M. (2021). Governing the ‘good ’ casual
academic: Institutionalised ‘othering ’ practices. Social theory and the politics of higher

education: Critical perspectives on institutional research, 167-184.

Jurik, & Siemsen, C. (2009). “Doing gender” a matter of agenda: A Symposium on West and

Zimmerman. Gender & Society, 23(1), 72-75. https://doi.org/10.1177/0891243208326677

210


https://doi.org/10.1177/1741143217717279
https://doi.org/10.3102/0013189X033007014
https://doi.org/10.1111/gwao.12216
https://doi.org/10.5367/ihe.2012.0129

Kamada, L. D. (2009). Mixed-ethnic girls and boys as similarly powerless and powerful:

Embodiment of attractiveness and grotesqueness. Discourse Studies, 11(3), 329-352.

Kamusella, T. (2024). On the Invisibility of Russian Imperialism. Language and Decolonisation:

An Interdisciplinary Approach.

KASSEM, A. (2024). Decolonising (in) the University: Reflecting from Edinburgh on

Possibilities and Complexities. Essays on Decoloniality: Volume, 16.

Kaushik, V., & Walsh, C. A. (2019). Pragmatism as a research paradigm and its implications for
Social Work research. Social sciences (Basel), 8(9),

255. https://doi.org/10.3390/s0csci8090255

Kayi-Aydar, H. (2019). Language teacher identity. Language teaching, 52(3), 281-
295. https://doi.org/10.1017/50261444819000223

Kebabi, A. (2024). 'Where are you from?' and 'foreigners': The discursive construction of
identity in the personal everyday lives of well-established academics living in the UK. Journal

of Language & Discrimination, 8(1).
Keddie, N. R. (2012). Women in the Middle East: Past and present. Princeton University Press.

Kelan, E. K. (2009). Gender fatigue: The ideological dilemma of gender neutrality and
discrimination in organisations. Canadian journal of administrative sciences, 26(3), 197-

210. https://doi.org/10.1002/cjas.106

Kelly, M., ed. (2018). Languages after Brexit. London: Palgrave Macmillan.

Kempster, S. (2006). Leadership learning through lived experience: a process of
apprenticeship. Journal of management & organisation, 12(1), 4-

22. https://doi.org/10.5172/imo0.2006.12.1.4

Kempster, S., & Stewart, J. (2010). Becoming a leader: A co-produced autoethnographic
exploration of situated learning of leadership practice. Management learning, 41(2), 205-

219. https://doi.org/10.1177/1350507609355496

Kempster, S., Schedlitzki, D., & Edwards, G. (2021). Where have all the followers
gone? Leadership, 17(1), 118-128.

Kendall, S., & Tannen, D. (2015). Discourse and gender. The handbook of discourse analysis,

639-660.
211


https://doi.org/10.3390/socsci8090255
https://doi.org/10.1017/S0261444819000223
https://doi.org/10.1002/cjas.106
https://doi.org/10.5172/jmo.2006.12.1.4
https://doi.org/10.1177/1350507609355496

Kerr, M. H. (1980). Edward W. Said, Orientalism (New York: Pantheon Books, 1978). Pp. xiii +
368. International journal of Middle East studies, 12(4), 544-547.

Keskin, T. (2018). An Introduction: The Sociology of Orientalism and Neo-Orientalism
(Theories and Praxis). In (Vol. 120, pp. 1-23). BRILL.
https://doi.org/10.1163/9789004359901 002

Khusainova, R., Holland, W., Everett, S., Boughey, D., & Daniels, K. (2023, September
25). Career advice for teaching-focused academics. THE Campus Learn, Share, Connect.
Times Higher Education. https://www.timeshighereducation.com/campus/third-way-

academic-becoming-educationfocused-professor

Kitchin, R., & O'Connor, P. (2015). Management and gender in higher education. Manchester

University Press.

Kivunja, C., & Kuyini, A. B. (2017). Understanding and Applying Research Paradigms in
Educational Contexts. International journal of higher education, 6(5),

26. https://doi.org/10.5430/ijhe.v6n5p26

Kloot, L. (2004). Women and leadership in universities: a case study of women academic
managers. The International Journal of Public Sector Management, 17(6), 470—485.
https://doi.org/10.1108/09513550410554760

Knight, P. T., & Trowler, P. R. (2000). Department-level cultures and the improvement of

learning and teaching. Studies in higher education, 25(1), 69-83.

Koburtay, T., & Abuhussein, T. (2021). Normative Islam, prejudice and women leaders: why

do Arab women leaders suffer? Journal of gender studies, 30(2), 177-189.

Kortmann, B. (2019). “Language Policies at the LERU member institutions”, LERU Briefing
Paper no. 4, November 2019, The League of European Research Universities
https://www.leru.org/files/Publications/Language-Policies-at-LERU-member-institutionsFull-

Paper.pdf (accessed 9th December 2019).

Koenig, A. M., Eagly, A. H., & Smith, E. R. (2014). Evidence for the Social Role Theory of
Stereotype Content: Observations of Groups’ Roles Shape Stereotypes. Journal of Personality

and Social Psychology, 107(3), 371-392. https://doi.org/10.1037/a0037215

212


https://doi.org/10.1163/9789004359901_002
https://doi.org/10.5430/ijhe.v6n5p26
https://doi.org/10.1108/09513550410554760

Kramsch, C. (2019). Between globalisation and decolonisation: Foreign languages in the
cross-fire. In D. Macedo (Ed.), Decolonising foreign language education: The misteaching of

English and other colonial languages (pp. 50-72). Routledge.

Kreber, C. (2013). Authenticity in and through teaching in higher education: The

transformative potential of the scholarship of teaching. Routledge.
Kristeva, J. (2004). Is there a feminine genius? Critical Inquiry, 30(3), 493-504.

Kroska, A. (2000). Conceptualising and measuring gender ideology as an identity. Gender &
Society, 14(3), 368-394. https://doi.org/10.1177/089124300014003002

Kumar, A. (2002). Research methodology in social science. Sarup & Sons.

Kuzhabekova, A., & Almukhambetova, A. (2017). Female academic leadership in the post-

Soviet context. European Educational Research Journal, 16(2-3), 183-199.
Kvale, S. (2012). Doing interviews. Sage.
Kvale, S., & Brinkmann, S. (2015). Interviews. Sage.

Labov, W., & Waletzky, J. (1997). Narrative analysis: Oral versions of personal

experience. Journal of Narrative and Life History, 7(1-4), 3-38.

Ladson-Billings, G. (2009). Race still matters: Critical race theory in education. In The
Routledge International Handbook of Critical Education (pp. 110-122). Routledge.

Laine, M. (2000). Fieldwork, participation and practice: ethics and dilemmas in qualitative

research. SAGE.

Lankina, T. (2023). Branching out or inwards? The logic of fractals in Russian studies. Post-

Soviet affairs, 39(1-2), 70-85. https://doi.org/10.1080/1060586X.2022.2147382

Lanvers, U., Thompson, A. S., & East, M. (2021). Introduction: Is language learning in
Anglophone countries in crisis? In U. Lanvers, A. S. Thompson, & M. East (Eds.), Language
learning in Anglophone countries: Challenges, practices, ways forward (pp. 1-15). Springer

International Publishing.

Lather, P. (1990). Postmodernism and the human sciences. The Humanistic

Psychologist, 18(1), 64-84.

213


https://doi.org/10.1177/089124300014003002
https://doi.org/10.1080/1060586X.2022.2147382

Lather, P. (1999). To be of use: The work of reviewing. Review of Educational Research, 69(1),

2-7.

Leahy, C. (2006). Introducing ICT to teachers of an institution-wide language programme:

Principal considerations. The JALT CALL Journal, 2(3), 3-14.

Le Gallais, T. (2009). Are You Still Who You Were? A Tale of Construction Lecturers, Changing
Technologies and Conflicting Perspectives. Ethnography and Education: 37-50.
do0i:10.1080/17457820802703499.

Leick, B., & Kostner, E. (2024). Imposter Syndrome and Genuine Imposterism in Academic
Leadership Contexts: A Conceptual Perspective. Optimising Leadership and Governance in

Higher Education, 137.

Lerner, G. H. (2004). Conversation analysis studies from the first generation. John Benjamins

Publishing.

Lewis, V. (2021). Language learning is at the heart of internationalisation. Times Higher

Education. Online: https://www.timeshighereducation.com/blog/language-learning-heart-

internationalisation 24/6/24

Lezhnina, I. P. (2014). The Transformation of Gender Roles in Today's Russia. Sociological

research, 53(5), 13-31.

Lewis, S. (2015). Qualitative Inquiry and Research Design: Choosing Among Five
Approaches. Health Promotion Practice, 16(4), 473-
475. https://doi.org/10.1177/1524839915580941

Lewis, P., Benschop, Y. W. M., & Simpson, R. (2017). Postfeminism, gender and
organization. Gender, Work & Organization, 24(3), 213-225.

Lieven, A. (2000). Against Russophobia. World Policy Journal, 17(4), 25-32.

Leyland, C. (2011). Does the Rebranding of British Universities Reduce International Students

to Economic Resources? A Critical Discourse Analysis. Novitas-ROYAL, 5(2), 199-214.
Liddicoat, A. J. (2021). An introduction to conversation analysis. Bloomsbury Publishing.

Lieven, A. (2000). Against Russophobia. World policy journal, 17(4), 25-
32. https://doi.org/10.1215/07402775-2001-1004

214


https://www.timeshighereducation.com/blog/language-learning-heart-internationalisation%2024/6/24
https://www.timeshighereducation.com/blog/language-learning-heart-internationalisation%2024/6/24
https://doi.org/10.1177/1524839915580941
https://doi.org/10.1215/07402775-2001-1004

Linaker, T. (2005) A Witch, a Bitch, or a Goddess? Female Voices Transcending Gender As
Heard and Recorded by Chekhov, Mansfield, and Nabokov. Slovo 17(2), 165-178.

Linaker, T. (2012). Constructing and negotiating gender identities through bilingual practices:
The case of Russian-speaking women in Britain. A36/k, KOMMYyHUKQUUA U cOyUabHAA cpeda,

(10), 309-340.

Linaker, T. (2019). Language Teacher/Translator Gendered Identity Construction: From
Dilemmatic to Agentive—Big Lives Through Small Stories. In: Gallardo, M. (eds) Negotiating
Identity in Modern Foreign Language Teaching. Palgrave Macmillan, 45-68.
https://doi.org/10.1007/978-3-030-27709-3 3

Linaker, T. (2023a). Identity construction in the UK higher education: How cultural gendered
identity is shaped through leadership practice. Training, Language and Culture, 7(1), 70-85.
10.22363/2521-442x-2023-7-1-70-85

Linaker, T. (2023b). From professional support to academic pathway — negotiating
professional identity in a time of organisational change (case study of two middle managers
at a UK university language centre). Issues of Applied Linguistics, 52,104-132.
https://doi.org/10.25076/vpl.52.05

Linaker, T. (2024). “Guilty face” — middle managers of Russian origin in UK universities and
problematic cultural gendered leadership identity construction. Issues of Applied Linguistics,

56, 137-162. 10.25076/vpl. 56.06

Lincoln, Y., & Guba, E. G. (1985). Naturalistic inquiry (Vol. 75). Sage.

Lincoln, Y., & Guba, E. G. (2013). The constructivist credo. Left Coast Press, Inc.
Litosseliti, L. (2003). Using focus groups in research. Continuum.

Litosseliti, L. (2014). Gender and language theory and practice. Routledge.

Little, D. G. & Ushioda, E. (1998). Institution-wide language programmes: A research and

development approach to their design, implementation and evaluation. London: CILT.

Liu, Q. (2023). Fighting the Patriarchy: A Feminism with Chinese Characteristics. Advances in

Education, Humanities and Social Science Research, 6(1), 494-500.

215


https://doi.org/10.1007/978-3-030-27709-3_3

Livingston, R. W., Rosette, A. S., & Washington, E. F. (2012). Can an Agentic Black Woman Get
Ahead? The Impact of Race and Interpersonal Dominance on Perceptions of Female

Leaders. Psychological science, 23(4), 354-358. https://doi.org/10.1177/0956797611428079

Liyanage, M. (2020). Miseducation: decolonising curricula, culture and pedagogy in UK

universities (Vol. 23, pp. 1-59). Oxford: Higher Education Policy Institute.

Lyle, E., & MacLeod, D. (2016). Women, leadership, and education as change. In Racially and
Ethnically Diverse Women Leading Education: A Worldview (pp. 75-89). Emerald Group
Publishing Limited.

Lynch, K. (2014). New managerialism, neoliberalism and ranking. Ethics in science and

environmental politics, 13(2), 141-153.

Lynch, K. (2015). Control by numbers: New managerialism and ranking in higher

education. Critical studies in education, 56(2), 190-207.

Lynch, K., & Ivancheva, M. (2015). Academic freedom and the commercialisation of
universities: a critical ethical analysis. Ethics in Science and Environmental Politics, 15(1), 71-

85.

Lucas, L. (2006). The research game in academic life. Maidenhead, UK: Society for Research

into Higher Education & Open University

Ma, Y. (2024). The ethics of becoming a good teacher: in conversation with Aristotle and

Confucius (First edition.). Routledge.

Magadley, W. (2021). Moonlighting in academia: A study of gender differences in work-family
conflict among academics. Community, Work & Family, 24(3), 237-256.

Maguire, M., & Delahunt, B. (2017). Doing a thematic analysis: A practical, step-by-step guide

for learning and teaching scholars. All Ireland journal of higher education, 9(3).

Macfarlane, B., & Hughes, G. (2009). Turning teachers into academics? The role of
educational development in fostering synergy between teaching and research. Innovations in

education and teaching international, 46(1), 5-14.

Malinova, O. (2014). Obsession with status and ressentiment: Historical backgrounds of the
Russian discursive identity construction. Communist and post-communist studies, 47(3-4),

291-303. https://doi.org/10.1016/j.postcomstud.2014.07.001

216


https://doi.org/10.1177/0956797611428079
https://doi.org/10.1016/j.postcomstud.2014.07.001

Manfredi, S., Clayton-Hathway, K., & Cousens, E. (2019). Increasing gender diversity in higher

education leadership: The role of executive search firms. Social Sciences, 8(6), 168.

Matras, Y., & Karatsareas, P. (2020). Non-standard and minority varieties as community
languages in the UK: Towards a new strategy for language maintenance [Discussion paper].

University of Westminster.

Mavin, S., & Yusupova, M. (2021). Competition and gender: Time’s up on essentialist

knowledge production. Management learning, 52(1), 86-108.

McAleer, E., & McHugh, M. (1994). University Departments as Professional Service Firms:
Implications for Planning and Organising. International journal of educational

management, 8(1), 20-24.

McCaslin, M., & Scott, K. (2015). The Five-Question Method For Framing A Qualitative
Research Study. Qualitative report. https://doi.org/10.46743/2160-3715/2003.1880

Mclntosh, S., McKinley, J., & Mikotajewska, A. (2021, September). Critical examination of the

teaching-research nexus: Academic contracts in UK universities. The British Academy.

McCoy, D. L., & Rodricks, D. J. (2015). Critical Race Theory in Higher Education: 20 Years of
Theoretical and Research Innovations: Critical Race Theory in Higher Education. ASHE higher

education report, 41(3), 1-117. https://doi.org/10.1002/aehe.20021

McDonald, T., & Boyd, J. (2000). Languages: the next generation: the final report and

recommendations of the Nuffield Languages Inquiry. Nuffield Foundation.

Middlehurst, R. (1992). Quality: an organising principle for higher education? Higher
Education Quarterly, 46(1), 20-38.

McNaughton, S. & Billot, J. (2016). Negotiating academic teacher identity shifts during higher
education contextual change, Teaching in Higher Education, 21:6, 644-658, DOI:
10.1080/13562517.2016.1163669

McNaughton, S. M., Westberry, Billot, & Gaeta. (2014). Exploring Teachers’ Perceptions of
Videoconferencing Practice Through Space, Movement and the Material and Virtual
Environments. International Journal of Multiple Research Approaches: 87-99 . doi:

10.5172/mra.2014.8.1.87

217


https://doi.org/10.46743/2160-3715/2003.1880
https://doi.org/10.1002/aehe.20021

McRobbie, A. (2009). Inside and outside the feminist academy. Australian Feminist

Studies, 24(59), 123-138.

McTavish, D., & Miller, K. (2009). Management, leadership and gender representation in UK
higher and further education. Gender in management, 24(3), 178-

194. https://doi.org/10.1108/17542410910950868

McQuillan (2007). The Politics of Deconstruction: Jacques Derrida and the Other of
Philosophy, Pluto Press, 2007. ProQuest Ebook Central,

https://ebookcentral.proquest.com/lib/reading/detail.action?docID=3386552.

Meek, V. L., Goedegebuure, L., Santiago, R., & Carvalho, T. (Eds.). (2010). The changing
dynamics of higher education middle management (Vol. 33). Springer Science & Business

Media.

Melnikova, E., & Vasilyeva, Z. (Eds.). (2024). Academia across the borders. BoD—Books on

Demand.

Menter, I., Valeeva, R., & Kalimullin, A. (2017). A tale of two countries - forty years on: politics
and teacher education in Russia and England. European journal of teacher education, 40(5),

616-629.

Menard-Warwick, J. (2009). Gendered Identities and Immigrant Language Learning. Bristol:

Multilingual Matters.

Merriam, S. B. (2014). Qualitative Research A Guide to Design and Implementation. (3rd ed.).
Wiley.

Messer-Davidow, E. (2002). Disciplining feminism: From social activism to academic

discourse. Duke University Press

Mercer, J. (2007). The challenges of insider research in educational institutions: Wielding a
double-edged sword and resolving delicate dilemmas. Oxford review of education, 33(1), 1-

17.

Mercer, J., & Pogosian, V. (2013). Higher education leadership in Russia: a case study of mid-
level academic management at an elite State university. Compare: A Journal of Comparative

and International Education, 43(2), 184-202.

218


https://doi.org/10.1108/17542410910950868
https://ebookcentral.proquest.com/lib/reading/detail.action?docID=3386552

Metcalfe, B. D. (2007). Gender and human resource management in the Middle East. The

International Journal of Human Resource Management, 18(1), 54-74.

Moncrieffe, M. L. (2022). Decolonising curriculum knowledge: international perspectives and

interdisciplinary approaches. Palgrave Macmillan.

Moncrieffe, M. L., Fakunle, O., Kustatscher, M., & Rost, A. O. (Eds.). (2024). The BERA Guide to
Decolonising the Curriculum: Equity and Inclusion in Educational Research and Practice.

Emerald Group Publishing.

Moncrieffe, M., Race, R., Harris, R., Chetty, D., Riaz, N., Ayling, P,, ... & Steinburg, S. (2020).

Decolonising the curriculum. Research Intelligence, 142(9).

Morgenroth, T., Kirby, T. A., Ryan, M. K., & Sudkdamper, A. (2020). The who, when, and why of
the glass cliff phenomenon: A meta-analysis of appointments to precarious leadership

positions. Psychological bulletin, 146(9), 797.

Moody, J. (2022, March 3). Russia-Ukraine war disrupts study abroad programs. Inside Higher
Ed. https://www.insidehighered.com/news/2022/03/03/russia-ukraine-war-disrupts-study-

abroad-programs

Moorosi, P., Fuller, K., Reilly, E. (2018). Leadership and intersectionality: constructions of
successful leadership among black women school principals in three different

contexts. Management in Education, 32 (4), pp. 152-159.

Morgan, A. M. (2021). International perspectives on trends in languages learning in the

2020s: Part One: Profiling the UK and the Republic of Ireland. Babel (00053503), 55(3).

Morgan, B. (2004). Teacher Identity as Pedagogy: Towards a Field-Internal Conceptualisation
in Bilingual and Second Language Education. International journal of bilingual education and

bilingualism, 7(2-3), 172-188. https://doi.org/10.1080/13670050408667807

Morley, L. (2000a). The micropolitics of gender in the learning society. Higher Education in
Europe, 25(2), 229-235.

Morley, L. (2000b). Women's careers in higher education: Theorising gender inequalities.

Institute of Education, University of London.

219


http://wrap.warwick.ac.uk/107717
http://wrap.warwick.ac.uk/107717
http://wrap.warwick.ac.uk/107717
https://doi.org/10.1080/13670050408667807

Morley, L. (2011). Misogyny posing as measurement: disrupting the feminisation crisis
discourse. Contemporary social science, 6(2), 223-

235, https://doi.org/10.1080/21582041.2011.580615

Morley, L. (2013). The rules of the game: women and the leaderist turn in higher
education. Gender and education, 25(1), 116-
131. https://doi.org/10.1080/09540253.2012.740888

Morley, L. (2014). Lost leaders: women in the global academy. Higher education research and

development, 33(1), 114-128. https://doi.org/10.1080/07294360.2013.864611

Morley, L. (2016). Troubling intra-actions: gender, neo-liberalism and research in the global

academy. Journal of Education Policy, 31(1), 28-45.

Morris, C., Hinton-Smith, T., Marvell, R., & Brayson, K. (2022). Gender back on the agenda in
higher education: Perspectives of academic staff in a contemporary UK case study. Journal of

Gender Studies, 31(1), 101-113.

Morris, J. (2023). Political ethnography and Russian studies in a time of conflict. Post-Soviet

affairs, 39(1-2), 92-100. https://doi.org/10.1080/1060586X.2022.2151275

Morrissey, J. (2013). Governing the academic subject: Foucault, governmentality and the

performing university. Oxford Review of Education, 39(6), 797-810.

Mosedale, S. (2014). Women's empowerment as a development goal: taking a feminist

standpoint. Journal of International Development, 26(8), 1115-1125.

Mihlhaus, S. & Lawlor, T. (1999). Languages for specific purposes for undergraduate and
postgraduate courses: A case study. Fachsprache — The International Journal of LSP 21(1-2),

53-6.

Mullany, L. (2022). Gendered identities in the professional workplace: Negotiating the glass
ceiling. In J. Angouri, M. Marra, & J. Holmes (Eds.), Negotiating boundaries at work: Talking
and transitions (pp. 179-190). Edinburgh University Press
https://doi.org/10.1515/9780748635788-020

Mullany, L., & Schnurr, S. (Eds.). (2022). Globalisation, Geopolitics, and Gender in Professional

Communication (First edition). Taylor & Francis Unlimited.

220


https://doi.org/10.1080/21582041.2011.580615
https://doi.org/10.1080/09540253.2012.740888
https://doi.org/10.1080/07294360.2013.864611
https://doi.org/10.1080/1060586X.2022.2151275
https://doi.org/10.1515/9780748635788-020

Mullany, L., Yoong, M., & Vine, B. (2018). Gender and the Workplace. In The Routledge
Handbook of Language in the Workplace (1st ed., Vol. 1, pp. 310-322). Routledge.
https://doi.org/10.4324/9781315690001-26

Murphy, M. (2013). Social Theory and Education Research: Understanding Foucault,
Habermas, Bourdieu and Derrida. Routledge. https://doi.org/10.4324/9780203557686

Nasibullov & Kopylova, (2022). Decolonising the Curriculum in Hybrid Spaces: Muslim
Schooling in Russia. Decolonising Curriculum Knowledge: International Perspectives and

Interdisciplinary Approaches (pp. 147-159). Springer International Publishing AG.

Netolicky, D. M. (2022). Future alternatives for educational leadership: diversity, inclusion,

equity and democracy. Routledge. https://doi.org/10.4324/9781003131496

Niesche, R., & Gowlett, C. (2019). Social, critical and political theories for educational

leadership. Singapore: Springer.

Nikolko, M. V., & Carment, D. (Eds.). (2017). Post-Soviet Migration and Diasporas: From

Global Perspectives to Everyday Practices. Springer.

Nixon, C. (2017). Women Leading. Melbourne University Publishing.

Norris, P. (2023). Cancel culture: Myth or reality? Political studies, 71(1), 145-174.
Northouse, P. G. (2016). Leadership: theory and practice (Seventh edition. ed.). SAGE.

Norum, K. E. (2000). Black (w)Holes: A Researcher's Place in Her Research. Qualitative

sociology, 23(3), 319-340. https://doi.org/10.1023/A:1005520027445

Nuffield Foundation (2000) Nuffield Languages Enquiry. Languages: The Next Generation.
London: The Nuffield Foundation

Nunan, & Choi, J. (2010). Language and culture: reflective narratives and the emergence of

identity. Routledge.

Ochs, E., & Capps, L. (2009). Living narrative: Creating lives in everyday storytelling. Harvard

University Press.

O’Connor, P. (2011). Where do women fit in university senior management? An analytical
typology of cross-national organisational cultures. In Gender, power and management: A

cross-cultural analysis of higher education (pp. 168-191). London: Palgrave Macmillan UK.

221


https://doi.org/10.4324/9780203557686
https://doi.org/10.4324/9781003131496
https://doi.org/10.1023/A:1005520027445

O’Reilly, M., Kiyimba, N., Nina Lester, J., & Muskett, T. (2020). Reflective interventionist

conversation analysis. Discourse & Communication, 14(6), 619-634.

O’Regan, J. P. (2021). Capital and the hegemony of English in a capitalist world-
system. Bloomsbury world of Englishes, 2, 27-42.

O'Regan, J. P. (2021). Global English and political economy. Routledge.

Oleksiyenko, A. V. (2022). World-class universities and the Soviet legacies of administration:

Integrity dilemmas in Russian higher education. Higher Education Quarterly, 76(2), 385-398.

Olesen, V. (2011). Feminist qualitative research in the millennium’s first decade. The Sage

handbook of qualitative research, 129-146

Olga, F., Vlada, N., & Sergey, K. (2021). The role of Russia in the world education
market. Propdsitos y representaciones, 9(2), 1-

11. https://doi.org/10.20511/pyr2021.v9nSPE3.1410

Olsson, S. & Walker, R. (2003). Through a gendered lens? Male and female executives'
representations of one another. Leadership & organization development journal, 24(7), 387-

396. https://doi.org/10.1108/01437730310498604

Owens, R. G., & Valesky, T. C. (2011). Organisational behaviour in education: Leadership and

school reform (10th ed.). Pearson Education
Paltridge, B. (2021). Discourse analysis: An introduction. Bloomsbury Publishing.

Panova, A. (2008). Governance structures and decision making in Russian higher education

institutions. Russian Social Science Review, 49(5), 76-93.

Parker, L., & Villalpando, O. (2007). A Racialised perspective on education leadership: Critical
race theory in educational administration. Educational Administration Quarterly, 43(5), 519-

524,

Parrish, A. (2024). Young people in Britain aren’t bad at learning languages, but the school
system doesn’t make it easy for them. The Conversation. Online:

https://theconversation.com/young-people-in-britain-arent-bad-atlearning-languages-but-

the-school-system-doesnt-make-it-easy-for-them-227485 12/6/24

Parry, K., & Kempster, S. (2014). Love and leadership: Constructing follower narrative

identities of charismatic leadership. Management Learning, 45(1), 21-38.
222


https://doi.org/10.20511/pyr2021.v9nSPE3.1410
https://doi.org/10.1108/01437730310498604
https://theconversation.com/young-people-in-britain-arent-bad-atlearning-languages-but-the-school-system-doesnt-make-it-easy-for-them-227485%2012/6/24
https://theconversation.com/young-people-in-britain-arent-bad-atlearning-languages-but-the-school-system-doesnt-make-it-easy-for-them-227485%2012/6/24

Paternotte, D., & Kuhar, R. (2017). ‘Gender ideology movement: Introduction. Kuhar and

Paternotte, 1-22.

Patton, M. Q. (2015). Qualitative research & evaluation methods: integrating theory and

practice (Fourth edition). SAGE.

Patton, M. Q. (2022). Impact-driven qualitative research and evaluation. The SAGE handbook

of qualitative research design, 2, 1165-1180.

Pavlenko, A. (2001). Multilingualism, second language learning, and gender. Mouton de

Gruyter.

Pavlenko, A., & Blackledge, A. (2004). Negotiation of identities in multilingual contexts.

Multilingual Matters.

Peterson, H. (2016). Is managing academics “women’s work”? Exploring the glass cliff in
higher education management. Educational Management Administration &

Leadership, 44(1), 112-127.

Philips, S. U. (2014). The power of gender ideologies in discourse. The handbook of language,
gender, and sexuality, 297-315.

St. Pierre, E. A. (2023). Poststructuralism and post qualitative inquiry: What can and must be

thought. Qualitative inquiry, 29(1), 20-32.

Pierre, E. (2008). Decentering Voice in Qualitative Inquiry. International Review of Qualitative

Research, 1(3), 319-336. https://doi.org/10.1525/irqr.2008.1.3.319

Pierre, E. (2000). Poststructuralist Feminism in Education, Qualitative Studies in Education

13(5) 477-515

Pillow. (2003). Confession, catharsis, or cure? Rethinking the uses of reflexivity as
methodological power in qualitative research. International Journal of Qualitative Studies in

Education, 16(2), 175-196. https://doi.org/10.1080/0951839032000060635

Polanyi, L. (1995). Language learning and living abroad: Stories from the field. In B. Freed
(Ed.), Second language acquisition in a study abroad context (pp. 271-291).

Amsterdam/Philadelphia: John Benjamins

Polisca, E. (2016). Less-Widely Taught Languages Teaching Survey Report, Survey Report
2016. University Council of Modern Languages (UCML).
223


https://doi.org/10.1080/0951839032000060635

Preston, D., & Price, D. (2012). ‘I see it as a phase: | don't see it as the future’: academics as
managers in a United Kingdom university. Journal of Higher Education Policy and

Management, 34(4), 409-419.

Priola, V. (2007). Being female doing gender. Narratives of women in education management.

Gender and Education, 19(1), 21-40. https://doi.org/10.1080/09540250601087728

Psathas, G. (1999). Studying the organisation in action: Membership categorisation and

interaction analysis. Human studies, 22(2-4), 139-162.

Putz, C. (2022). Botakoz Kassymbekova and Erica Marat on Russia’s ‘Imperial Myth. Diplomat
(Rozelle, N.S.W.).

Rabadan-Gomez, M. (2023). IWLP Report. University Council for Languages. Online:

https://university-council-forlanguages.org/wp-content/uploads/2023/05/IWLP-report.pdf
23/5/24

Ramadan, I. (2017). Experiences of Muslim academics in UK higher education

institutions (Doctoral dissertation). University of Edinburgh.

Ramadan, . (2022). When faith intersects with gender: the challenges and successes in the

experiences of Muslim women academics. Gender and education, 34(1), 33-48.

Ramos, D., & Wright-Mair, R. (2021). Imposter Syndrome: A Buzzword with Damaging

Consequences. Diverse Issues in Higher Education, 38(5), 10-12.

Redman, T., & Snape, E. (2002). Ageism in teaching: Stereotypical beliefs and discriminatory

attitudes towards the over-50s. Work, employment and society, 16(2), 355-371.

Reid, A., & Petocz, P. (2003). Enhancing academic work through the synergy between

teaching and research. International Journal for Academic Development, 8(1-2), 105-117.

Reimann, G. (2003). A joint project against the backdrop of a research tradition: An
introduction to “doing biographical research” (36 paragraphs). Forum: Qualitative Social

Research, 4 (3). Article 18.

Reimann, N. (2004). Calculating non-completion rates for modules on institution-wide
language programmes: some observations on the nature of seemingly objective figures.

Journal of Further and Higher Education, 28(2), 139-152.

224


https://university-council-forlanguages.org/wp-content/uploads/2023/05/IWLP-report.pdf%2023/5/24
https://university-council-forlanguages.org/wp-content/uploads/2023/05/IWLP-report.pdf%2023/5/24

Reznik, S. D., Makarova, S. N., & Sazykina, O. A. (2017). Gender asymmetry in the
management of Russian universities. Integratsiia obrazovaniia = Integration of

education, 21(1), 96-111.

Richardson, C., Jones, J., & Linaker, T. (2024). Decolonising Language Teaching: More Than a
Box-ticking Exercise. In The BERA Guide to Decolonising the Curriculum: Equity and Inclusion

in Educational Research and Practice (pp. 131-139). Emerald Publishing Limited.

Riessman, C. (2015). Twists and turns: Narrating my career, Catherine Kohler
Riessman. Qualitative social work: QSW: research and practice, 14(1), 10-

17. https://doi.org/10.1177/1473325014522285

Rimashevskaia, N. M. M. (2011). Gender Asymmetries in Today's Russia. Russian education

and society, 53(10), 3-22.

Rintoul, H. M., & Goulais, L. (2010). Vice principalship and moral literacy: Developing a moral

compass. Educational Management Administration & Leadership, 38(6), 745-757.

Rocco, T. S., & Plakhotnik, M. S. (2009). Literature reviews, conceptual frameworks, and
theoretical frameworks: Terms, functions, and distinctions. Human resource development

review, 8(1), 120-130.

Rodionov, D. (2023). The question about the state border of the Russian Empire and
decolonisation of Russia 2023 ISBN 978-5-907581-82-1 4.3 ISBN 978-5-907581-84-5 ISBN
978-5-907581-82-1 4.3 ISBN 978-5-907581-84-5T 11 T 11 koHdpepeHuwmmn (12 aHBaps 2023 T,
r.Yoa). /84 4. Y. 3 - Yda: OMEGA SCIENCE, 2023. - 166 c),

Romaniello, M. P. (2019). Decolonising Siberian Minds. Sibirica: the journal of Siberian

studies, 18(2), v-vi.

Rontu, H., Tuomi, U.-K., Gekeler, P., Pérez Guillot, C., & Schaffner, S. (2019). Focus on
management and leadership in language centres: The needs and challenges of a language
centre director. Language learning in higher education (Berlin, Germany), 9(2), 351-

370. https://doi.org/10.1515/cercles-2019-0019

Rottenberg, C. (2019). # MeToo and the prospects of political change. Soundings, 71(71), 40-
49,

225


https://doi.org/10.1177/1473325014522285
https://doi.org/10.1515/cercles-2019-0019

RuntE, M., & Mills, A. J. (2004). Paying the toll: a feminist post-structural critique of the
discourse bridging work and family. Culture and organisation, 10(3), 237-

249. https://doi.org/10.1080/14759550412331297165

Ryding, K. C. (2013). Second-language acquisition. The Oxford handbook of Arabic linguistics,
392-411.

Sacks, H., & Jefferson, G. (2004). An initial characterisation of the organisation of speaker
turn-taking in conversation. Conversation Analysis: Studies from the first generation.

Amsterdam.
Sadiqi, F. (2003). Women, gender, and language in Morocco (Vol. 1). Brill.
Said, Edward W. 1978. Orientalism. New York: Pantheon Books

Saveliev, D. (2022). The War in Ukraine Is Decimating Russia’s Asian Minorities. Diplomat

(Rozelle, N.S.W.).

Savigny, H. (2014). Women, know your limits: cultural sexism in academia. Gender and

education, 26(7), 794-809. https://doi.org/10.1080/09540253.2014.970977

Savin-Baden, M., & Major, C. (2023). Qualitative research: The essential guide to theory and

practice. Routledge.

Scase, R., & Goffee, R. (2017). Reluctant Managers (Routledge Revivals): Their Work and

Lifestyles. Routledge.
Schein, E. H. (2010). Organisational culture and leadership (Vol. 2). John Wiley & Sons.

Searby, L., Ballenger, J., & Tripses, J. (2015). Climbing the ladder, Holding the Ladder: The
Mentoring Experiences of Higher Education Female Leaders. Advancing Women in

Leadership, 35, 98-107.
Senior, 1. (2020). Slaying the dragon of impostor syndrome. Being 10% Braver, 149.

Sigman, C. (2008). The Impact of" New Public Management" on Russian Higher
Education. Russie NIE Visions, 30, 1-17.

Silverman, D. (2002). Interpreting qualitative data. Organisation studies-Berlin-European

group for organisational studies -, 23(1), 161-161.

226


https://doi.org/10.1080/14759550412331297165
https://doi.org/10.1080/09540253.2014.970977

Singleton, G., & Linton, C. (2006). A field guide for achieving equity in schools: Courageous

conversations about race. Thousand Oaks, CA: Corwin.

Sharafutdinova, G. (2023). On double miss in Russian studies: can social and political
psychology help? Post-Soviet affairs, 39(1-2), 86-
91. https://doi.org/10.1080/1060586X.2022.2152261

Schegloff, E. A. (1999). Discourse, pragmatics, conversation, analysis. Discourse studies, 1(4),

405-435.

Schein, V. E. (1973). The relationship between sex role stereotypes and requisite

management characteristics. Journal of Applied Psychology, 57(2), 95.

Schulz, J. (2013). The impact of role conflict, role ambiguity and organisational climate on the
job satisfaction of academic staff in research-intensive universities in the UK. Higher

Education Research & Development, 32(3), 464-478.

Schnurr, S. (2022). 2 “A financially independent woman is a gift to any nation”. Globalisation,

geopolitics, and gender in professional communication, 17.

Schnurr, S., & Van De Mieroop, D. (2017). Identities on a learning curve: Female migrant
narratives and the construction of identities of (non)participation in Communities of Practice.

In Identity Struggles (Vol. 69). John Benjamins Publishing Company.

Scheller-Boltz, D. (2018). The Discourse on Gender Identity in Contemporary Russia: An

Introduction with a Case Study in Russian Gender Linguistics (Volume 25). Georg Olms Verlag.

Shain, F.,, Yildiz, U. K., Poku, V., & Gokay, B. (2023). From silence to ‘strategic advancement’:
institutional responses to ‘decolonising higher education in England. In Possibilities and

Complexities of Decolonising Higher Education (pp. 34-50). Routledge.

Shamir, B., & Eilam, G. (2005). “What's your story?” A life-stories approach to authentic
leadership development. The Leadership Quarterly, 16(3), 395-
417. https://doi.org/10.1016/j.leaqua.2005.03.005

Shardakova, M., & Pavlenko, A. (2004). Identity Options in Russian Textbooks. Journal of

language, identity, and education, 3(1), 25-46.

227


https://doi.org/10.1080/1060586X.2022.2152261
https://doi.org/10.1016/j.leaqua.2005.03.005

Sharp, E. A., & Messuri, K. (2023). A reprieve from academia's chilly climate and misogyny:
The power of feminist, women-centred faculty writing program. Gender, Work &

Organisation, 30(4), 1236-1253.

Sholihin, M. D., Salwa, M., Kusuma, S. R., & Nasution, S. (2025). Problems of Arabic Language
Education in the Society 5.0 Era. Young Journal of Social Sciences and Humanities, 1(1), 34-

43.

Showunmi. (2022). The Bloomsbury Handbook of Gender and Educational Leadership and

Management. Bloomsbury Publishing.

Showunmi. (2020). The Importance of Intersectionality in Higher Education and Educational
Leadership Research. Journal of Higher Education Policy And Leadership Studies, 1(1), 46—63.
https://doi.org/10.29252/johepal.1.1.46

Showunmi. (2019). Leadership and Cultural Identity. In (1 ed., pp. 300). Verlag Barbara
Budrich. https://doi.org/10.2307/j.ctvgsf36t.18

Sidorova, 0. (2017). Karen Hewitt, a Scholar Who Bridges Russian and British
Cultures. Quaestio Rossica, 5(4), 927-937. https://doi.org/10.15826/qr.2017.4.259

Smith, J. (2010). Academic Identities for the Twenty-First Century. Teaching in Higher
Education: 721-727. doi:10.1080/13562517.2010.522341.

Smith, C., & Bath, D. (2004). Evaluation of a university-wide strategy providing staff
development for tutors: effectiveness, relevance and local impact. Mentoring & Tutoring:

Partnership in Learning, 12(1), 107-122.

Smith (1987). The Everyday World as Problematic: A feminist Sociology, Northeastern

University Press: Boston

Smyth, R. (2023). Plus ¢a change: getting real about the evolution of Russian studies after
1991. Post-Soviet affairs, 39(1-2), 10-26. https://doi.org/10.1080/1060586X.2022.2161232

Snowden, E., Soliman, R., & Towler, M. (2016). Teaching Arabic as a foreign language in the

UK — Strand 1 research: How Arabic is being taught in schools. British Council.

Soliman, R., & Khalil, S. (2024). The teaching of Arabic as a community language in the
UK. International Journal of Bilingual Education and Bilingualism, 27(9), 1246-1257.

228


https://doi.org/10.29252/johepal.1.1.46
https://doi.org/10.2307/j.ctvqsf36t.18
https://doi.org/10.15826/qr.2017.4.259
https://doi.org/10.1080/1060586X.2022.2161232

Sorensen, S. @. (2017). The Performativity of Choice: Postfeminist Perspectives on Work-Life
Balance. Gender, Work, and Organisation, 24(3), 297-313.
https://doi.org/10.1111/gwao0.12163

Spano, E. (2020). Femina Academica: women 'confessing' leadership in Higher
Education. Gender and education, 32(3), 301-
310. https://doi.org/10.1080/09540253.2017.1336205

Staber, U. (2013). Understanding Organisations: Theories and Images. SAGE.

Stahl, N. A., & King, J. R. (2020). Expanding Approaches for Research: Understanding and
Using Trustworthiness in Qualitative Research. Journal of Developmental Education, 44(1),

26-28.

Stefanutti, I. (2021). The potential and limitations of the University of Bath Institution-Wide
Language programme to Promote Internationalisation at Home. Innovations in

Internationalisation at Home, 92.

Strauss, A. L., & Corbin, J. M. (1990). Basics of qualitative research: grounded theory,

procedures and techniques. Sage.

Suchland, J. (2018). The LGBT spectre in Russia: refusing queerness, claiming
'Whiteness'. Gender, place and culture: a journal of feminist geography, 25(7), 1073-
1088. https://doi.org/10.1080/0966369X.2018.1456408

Sunderland, J., & Sunderland, J. (2004). Discourse, discourse analysis and gender. Gendered

Discourses, 5-26.

Sutton, P. (2015). A Paradoxical Academic Identity: Fate, Utopia and Critical Hope. Teaching in
Higher Education: 37—-47. doi:10.1080/13562517.2014.957265.

Suri, H. (2011). Purposeful sampling in qualitative research synthesis. Qualitative research

journal, 11(2), 63-75.

Tajfel, H., & Turner, J. C. (1978). Intergroup behaviour. Introducing social
psychology, 401(466), 149-178.

Tallis, R. (2016). Not Saussure: a critique of post-Saussurean literary theory. Springer.

229


https://doi.org/10.1080/09540253.2017.1336205
https://doi.org/10.1080/0966369X.2018.1456408

Tamimi, N., Khalawi, H., Jallow, M. A,, Valencia, O. G. T., & Jumbo, E. (2024). Towards
decolonising higher education: a case study from a UK university. Higher Education, 88(3),

815-837.
Tannen, D. (1994). Gender and discourse. Oxford University Press.

Tao, J., & Gao, X. (2017). Teacher agency and identity commitment in curricular reform.

Teaching and teacher education, 63, 346-355.

Tariq, M., & Syed, J. (2017). Intersectionality at Work: South Asian Muslim Women'’s
Experiences of Employment and Leadership in the United Kingdom. Sex roles, 77(7-8), 510-
522.

Taylor, J. (2003). Institutional diversity in UK higher education: Policy and outcomes since the

end of the binary divide. Higher Education Quarterly, 57(3), 266-293.
Taylor, S. (2009). Narratives of identity and place. Routledge.

Temkina, A. (2010). Childbearing and work-family balance among contemporary Russian

women. Finnish Yearbook of Population Research, 83-101.

Tinsley, T. (2019). Language teaching in Primary and Secondary Schools in England: Survey
report. Language Trends 2019. Alcantara Communications for the British Council, May 2019.

Online: https://www.britishcouncil.org/sites/default/files/language-trends-2019.pdf

23/10/23

Thomas, G. (2021). How to do your case study (3rd ed.). SAGE Publications

Thomas, R., & Davies, A. (2002). Gender and New Public Management: Reconstituting
Academic Subjectivities. Gender, Work, and Organisation, 9(4), 372—-397.
https://doi.org/10.1111/1468-0432.00165

Trafford, V., & Leshem, S. (2009). Doctorateness as a threshold concept. Innovations in

education and teaching international, 46(3), 305-316.

Trahar, S., Juntrasook, A., Burford, J., von Kotze, A., & Wildemeersch, D. (2019). Hovering on
the periphery? ‘Decolonising’ writing for academic journals. Compare: A Journal of
Comparative and International Education, 49(1), 149-167.
https://doi.org/10.1080/03057925.2018.1545817

230


https://www.britishcouncil.org/sites/default/files/language-trends-2019.pdf%2023/10/23
https://www.britishcouncil.org/sites/default/files/language-trends-2019.pdf%2023/10/23
https://doi.org/10.1111/1468-0432.00165
https://doi.org/10.1080/03057925.2018.1545817

Trede, F., Macklin, R., & Bridges, D. (2011). Professional identity development: a review of the
higher education literature. Studies in Higher Education, 37(3), 365—-384.
https://doi.org/10.1080/03075079.2010.521237

Trinidad, C., & Normore, A. H. (2005). Leadership and gender: a dangerous
liaison? Leadership & organisation development journal, 26(7), 574-

590. https://doi.org/10.1108/01437730510624601

Trowler, V. (2014). May the subaltern speak? Researching the invisible ‘other ” in higher

education. European Journal of Higher Education, 4(1), 42-54.

Turner, J., & Mavin, S. (2008). What can we learn from senior leader narratives? The strutting
and fretting of becoming a leader. Leadership & organisation development journal, 29(4),

376-391. https://doi.org/10.1108/01437730810876168

Turner, C. (2014). Women at the top: Why such slow progress? The Huffington Post, New
York, NY.

Turner, C. (2015). Gender parity: A realistic goal. Retrieved from http://www.huffingtonpost.
com/caroline-turner/obstacles-for-women-reach_b_5484743.html. Accessed on February 4,

2016

Varghese, M., Morgan, B., Johnston, B., & Johnson, K. A. (2005). Theorising language teacher
identity: Three perspectives and beyond. Journal of Language, Identity, and Education, 4(1),
21-44.

Van De Mieroop, D., Clifton, J., & Schnurr, S. (2022). Narratives as social practice in

organisational contexts. Narrative Inquiry, 32(1), 1-23. https://doi.org/10.1075/ni.21090.van

van Veggel, N., & Howlett, P. (2018). Course leadership in small specialist UK higher education
— a review. International journal of educational management, 32(7), 1174-

1183. https://doi.org/10.1108/1JEM-09-2017-0250

Venaldinen, S. (2023). Am | vulnerable? Researcher positionality and affect in research on
gendered vulnerabilities. Feminism & Psychology, 33(3), 357-375.
https://doi.org/10.1177/09593535231171694 (Original work published 2023)

Vicary, A., & Jones, K. (2017). The Implications of Contractual Terms of Employment for
Women and Leadership: An Autoethnographic Study in UK Higher Education. Administrative

sciences, 7(2), 20. https://doi.org/10.3390/admsci7020020
231



https://doi.org/10.1108/01437730510624601
https://doi.org/10.1108/01437730810876168
https://doi.org/10.1075/ni.21090.van
https://doi.org/10.1108/IJEM-09-2017-0250
https://doi.org/10.3390/admsci7020020

Vine, B. (Ed.). (2017). The Routledge handbook of language in the workplace. Taylor & Francis
Group.

Vogel, T. (Ed.). (2024). Memorandum 3: Wulkow Memorandum on the Identity and Profile of
Language Teachers in Language Centres in Higher Education Institutions. Europa-Universitat

Viadrina Frankfurt.

Wagner, |., & Wodak, R. (2006). Performing success: identifying strategies of self-presentation
in women's biographical narratives. Discourse & society, 17(3), 385-

411. https://doi.org/10.1177/0957926506060251

Wald, N., & Daniel, B. K. (2020). Enhancing students' engagement with abstract ideas
through conceptual and theoretical frameworks. Innovations in education and teaching

international, 57(4), 496-505. https://doi.org/10.1080/14703297.2019.1692055

Watson, T. & Normore, A. (2016). Racially and Ethnically Diverse Women Leading Education:
A World View. Emerald Publishing Limited.

Watton, E., Stables, S., & Kempster, S. (2019). How Job Sharing Can Lead to More Women
Achieving Senior Leadership Roles in Higher Education: A UK Study. Social sciences

(Basel), 8(7), 209. https://doi.org/10.3390/s0csci8070209

Webster, L., & Mertova, P. (2007). Using narrative inquiry as a research method: An
introduction to using critical event narrative analysis in research on learning and teaching.

Routledge.
Weedon, C. (1997[1987]). Feminist Practice and Poststructuralist Theory. Oxford: Blackwell.

Weedon, C. (2007). Postcolonial feminist criticism. In G. Plain & S. Sellers (Eds.), A history of
feminist literary criticism (pp. 282—300). Cambridge University
Press. https://doi.org/10.1017/CB09781139167314.019

Weedon, C., & Hallak, A. (2021). Feminist poststructuralism: Discourse, subjectivity, the body,
and power. In J. S. Holmes, M. Marra, & J. Angouri (Eds.), The Routledge handbook of

language, gender, and sexuality. Routledge.

Weedon, C. (2006). Feminism & the principles of poststructuralism. In J. Storey (Ed.), Cultural

theory and popular culture: A reader (pp. 320—331). Pearson Education.

Weedon. (2004). Identity and culture. Open University Press.

232


https://doi.org/10.1177/0957926506060251
https://doi.org/10.1080/14703297.2019.1692055
https://doi.org/10.3390/socsci8070209

Weedon. (2017). Postmodernism. In A Companion to Feminist Philosophy (pp. 75-84).
Blackwell Publishing Ltd. https://doi.org/10.1002/9781405164498.ch8

Weekes, A. P., Ward, S., & Mguni, M. (2024). Beyond tokenism: activism, resistance and

rebellion. Equality, Diversity and Inclusion: An International Journal.
Wei, L. (2020). The Bilingualism Reader (Second edition). Routledge.

Weiner, J. M., & Burton, L. J. (2016). The Double Bind for Women: Exploring the Gendered
Nature of Turnaround Leadership in a Principal Preparation Program. Harvard Educational

Review, 86(3), 339-365. https://doi.org/10.17763/1943-5045-86.3.339

Wenger, E. (1999). Communities of practice: learning, meaning, and identity. Cambridge

University Press.

Wengraf, T. (2004). The biographic-narrative interpretive method: A short guide. NCRM
Working Paper. Unpublished. https://eprints.ncrm.ac.uk/id/eprint/30/

Werbinska, D. (2015). Language-teacher professional identity: Focus on discontinuities from
the perspective of teacher affiliation, attachment and autonomy. In C. Gkonou, D. Tatzl, & S.
Mercer (Eds.), New directions in language learning psychology (pp. 135—157). Springer

International Publishing.
West, C., & Zimmerman, D. H. (1987). Doing gender. Gender & society, 1(2), 125-151.

Whitchurch, C. (2008). Shifting identities and blurring boundaries: The emergence of third

space professionals in higher education. Higher Education Quarterly, 62: 377 —396.

White, K. (2003). Women and leadership in higher education in Australia. Tertiary Education
and Management, 9(1), 45-60. https://doi.org/10.1080/13583883.2003.9967092

White, K., Carvalho, T., & Riordan, S. (2011). Gender, power and managerialism in
universities. Journal of Higher Education Policy and Management, 33(2), 179-188.
https://doi.org/10.1080/1360080X.2011.559631

White, A. (2005). Gender roles in contemporary Russia: attitudes and expectations among

women students. Europe-Asia Studies, 57(3), 429-455.

Wilkinson, S., & Kitzinger, C. (2013). Representing our own experience: Issues in “insider”
research. Psychology of Women Quarterly, 37(2), 251-255.Est, C., & Zimmerman, D. H.

(1987). Doing gender. Gender & society, 1(2), 125-151.
233


https://doi.org/10.1002/9781405164498.ch8
https://doi.org/10.1080/1360080X.2011.559631

Wilkinson, C. (2020). Imposter syndrome and the accidental academic: An autoethnographic

account. International Journal for Academic Development, 25(4), 363-374.

Williams, D. A. (2014). Organisational learning as a framework for overcoming glass ceiling

effects in higher education. New directions for institutional research, 2013(159), 75-84.

Winter, R. (2009). Academic manager or managed academic? Academic identity schisms in

higher education. Journal of Higher Education Policy and Management, |: 21 — 131.

Winter, J., Webb, O., & Turner, R. (2024). Decolonising the curriculum: A survey of current
practice in a modern UK university. Innovations in Education and Teaching

International, 61(1), 181-192.

Wodak, R. (2015). Gender and Language: Cultural Concerns. In International Encyclopedia of
the Social & Behavioural Sciences. 2nd ed., Vol. 9, edited by James D. Wright, 698—-703.

Oxford: Elsevier.

Woodward, D. (2007). Work-life balancing strategies used by women managers in British
"modern" universities. Equal Opportunities International, 26(1), 6-

17. https://doi.org/10.1108/02610150710726507

Wortham, S. (2000). Interactional Positioning and Narrative Self-construction. Narrative

inquiry: NI, 10(1), 157-184. https://doi.org/10.1075/ni.10.1.11wor

Worton, M. (2009). Review of Modern Foreign Languages provision in higher education in
England. Higher Education Funding Council for England
(HEFCE). https://discovery.ucl.ac.uk/id/eprint/329251/2/hereview-worton.pdf

Wulkow Group. (n.d.). Wulkow memorandum: Identity and profile of language teachers in
language centres in higher education institutions. Association of University Language Centres
(AULC). Retrieved April 30, 2023, from https://aulc.org/wp-
content/uploads/2021/11/Wulkow-memorandum-ldentity-and-Profile-of-Language-

Teachers-In-Language-Centres-in-Higher-Education-Institutions.pdf

Young, M. D., & Skrla, L. (2003). Reconsidering feminist research in educational leadership.

Albany, NY: State University of New York Press.

Yin, R. K. (2018). Case study research and applications: design and methods (Sixth edition).
SAGE.

234


https://doi.org/10.1108/02610150710726507
https://doi.org/10.1075/ni.10.1.11wor

Yin, R. K. (2015). Qualitative Research from Start to Finish, Second Edition (2nd ed.). Guilford

Publications.

Yorke, M. (2000). Developing a Quality Culture in Higher Education. Tertiary Education and
Management, 6(1), 19-36.

Yusupova, M. (2021). The Invisibility of Race in Sociological Research on Contemporary

Russia: A Decolonial Intervention. Slavic Review, 80(2), 224-233.

Zannie Bock, C. S. Z. B. C. S. (2021). Language and Decoloniality in Higher Education:

Reclaiming Voices from the South. Bloomsbury Publishing.

Zhao, J., & Jones, K. (2017). Women and Leadership in Higher Education in China: Discourse
and the Discursive Construction of ldentity. Administrative sciences, 7(3),

21. https://doi.org/10.3390/admsci7030021

Zherebkina, 1. (2003). On the performativity of gender: gender studies in post-soviet higher
education. Studies in East European thought, 55(1), 63-79.

235


https://doi.org/10.3390/admsci7030021

APPENDIX A

Ethics approval, Information and Consent Form

Ethical Approval Form A (version November 2021)
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a) explains the purpose(s) of the project X
b) explains how they have been selected as potential participants X
c) gives a full, fair, and clear account of what will be asked of them and how the |x
information that they provide will be used

d) makes clear that participation in the project is voluntary X
e) explains the arrangements to allow participants to withdraw at any stage if |x
they wish

f) explains the arrangements to ensure the confidentiality of any material X
collected during the project, including secure arrangements for its storage,
retention, and disposal

g) explains the arrangements for publishing the research results and, if X
confidentiality might be affected, for obtaining written consent for this

h) explains the arrangements for providing participants with the research X
results if they wish to have them

i) gives the name and designation of the member of staff with responsibility for
the project together with contact details, including email. If any of the project
investigators are students at the loE, then this information must be included,

and their name provided

i) explains, where applicable, the arrangements for expenses and other X

payments to be made to the participants
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k) includes a standard statement indicating the process of ethical review at the

University undergone by the project, as follows:

“This project has been reviewed following the procedures of the University
Research Ethics Committee and has been given a favourable ethical opinion for

conduct.”

[) includes a standard statement regarding insurance: X
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Staff: [_] phD: [] EdD: < Name of applicant(s): Tatiana Linaker

Title of project: The cultural gendered leadership identity construction of female leaders

within the context of University-Wide Language Programme.

Name of supervisor (s) (for student projects): Daguo Li (1st supervisor), d.li@reading.ac.uk

and Suzy Tutchell (2nd supervisor), s.tutchell@reading.ac.uk. P
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available on request.”
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NO

N.A.

1) Will you provide participants involved in your research with all the

way deceived or misled as to the purpose(s) and nature of the research?
(Please use the subheadings used in the example information sheets on

blackboard to ensure this).

information necessary to ensure that they are fully informed and not in any y

2) Will you seek written or other formal consent from all participants, if they

are able to provide it, in addition to 1)?

x

3) Is there any risk that participants may experience physical or

psychological distress in taking part in your research?
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protection and information security (which can be found here:

http://www.reading.ac.uk/internal/humanresources/PeopleDevelopment/n

ewstaff/humres- MandatoryOnlineCourses.aspx

For all student projects, please tick N.A. and complete the Data Protection
Declaration form (which is included in this document) and submit it with

this application to the ethics committee.

Research?

5) Have you read the Health and Safety booklet (available on Blackboard)  [x
and completed a Risk Assessment Form (included below with this ethics
application)?

6) Does your research comply with the University’s Code of Good Practice in x
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7) If your research is taking place in a school, have you prepared an
information sheet and consent form to gain the permission in writing of the

head teacher or other relevant supervisory professional?

8) Has the data collector obtained satisfactory DBS clearance? X

9) If your research involves working with children under the age of 16 (or
those whose special educational needs mean they are unable to give
informed consent), have you prepared an information sheet and consent
form for parents/carers to seek permission in writing, or to give

parents/carers the opportunity to decline consent?

10) If your research involves processing sensitive personal data?, or if it X
involves audio/video recordings, have you obtained the explicit consent of

participants/parents?

11) If you are using a data processor to subcontract any part of your
research, have you got a written contract with that contractor which (a)
specifies that the contractor is required to act only on your instructions, and
(b) provides for appropriate technical and organisational security measures

to protect the data?

1 Sensitive personal data consists of information relating to the racial or ethnic origin of a
data subject, their political opinions, religious beliefs, trade union membership, sexual life,

physical or mental health or condition, or criminal offences or record.
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12a) Does your research involve data collection outside the UK?

12b) If the answer to question 12a is “yes”, does your research comply with the

legal and ethical requirements for doing research in that country?

13a) Does your research involve collecting data in a language other than

English?

13b) If the answer to question 13a is “yes”, please confirm that information
sheets, consent forms, and research instruments, where appropriate, have
been directly translated from the English versions submitted with this

application.

14a. Does the proposed research involve children under the age of 5?

14b. If the answer to question 14a is “yes”:

My Head of School (or authorised Head of Department) has given details of the
proposed research to the University’s insurance officer, and the research will

not proceed until | have confirmation that insurance cover is in place.

If you have answered YES to Question 3, please complete Section B below

Complete either Section A or Section B below with details of your research project.

Complete a Risk Assessment.

Sign the form in Section C.

For all student projects, complete a Data Protection Declaration form.

and ALL research instruments which may include tests, questionnaires, and interview

schedules, and for staff, evidence that you have completed information security training
(e.g., screen shot/copy of certificate).

Emailthe completed form, as a SINGLE document, to the Institute’s Ethics

consideration.
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Section A: My research goes beyond the “accepted custom and practice of

teaching”, but | consider that this project has no significant ethical

[

implications. (Please tick the box.)

Please state the total number of participants that will be involved in the project and
give a breakdown of how many there are in each category e.g., teachers, parents,

pupils etc.

There will be 10 participants — all Education leaders at UK Universities.
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Give a succinct description of the aims and the methods (participants, instruments, and

procedures) of the project in up to 500 words, noting:

1. Title of project

The cultural gendered leadership identity construction of female leaders within the context

of University-Wide Language Programmes.

2. Purpose of the project and its academic rationale

This thesis investigates problematic leadership experience and gendered
identity construction of middle managers of Russian and Arabic ethnic
origin in the context of the Institute-Wide Language Programmes (IWLP) of

UK Universities.

The purpose of this study is to address the gap in the knowledge of
leadership development of female leaders from ethnically diverse
backgrounds at the middle management level and identify the potential

barriers to their career progression.

3. Brief description of methods and measurements

The researcher will analyse the data gathered from unstructured interviews
with ten participants to highlight their reflective moments and stories from
their professional life through the intersection of their culture, ethnicity, and

gender.

The interviews will be conducted and recorded on Microsoft Teams. All the
participants are fully bilingual in Russian and English or Arabic and English.
The Russian-speaking participants will be offered the option to have an

interview in Russian (as the present researcher is also a proficient bilingual

in Russian and English).

Each interview will last for 60 minutes, it will be unstructured, led by the
interviewee and will start with a narrative-inducing question: “Tell me

about your career”.

4. Participants: Recruitment methods, number, age, gender, exclusion/inclusion

criteria
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Participants will be approached directly or through a personal introduction. The following criteria will
be used in my sample selection: females of Arabic and Russian origin, who have had at least ten years
long careers in UK higher education, middle managers in Language Centres or Institution Wide
Language Programmes, who are coordinate bilinguals (i.e. fully proficient in both their native
language and English).Consent and participant information arrangements, debriefing (attach forms

where necessary)

The participants will be provided with an information sheet and a consent form. They will also be

offered to review the data transcription document.

6. A clear and concise statement of the ethical considerations raised by the project and how you

intend to deal with them.

'To comply with research ethical principles, | will ensure that no psychological, physiological, or
emotional harm is caused to the participants. The participants will be offered anonymity, informed

consent, and the right to withdraw from the study at any time.

To ensure full anonymity, | will remove all identifying details about the working credentials of the
individuals and their institutions and will refer to the participants by their chosen pseudonyms (they
choose pseudonyms themselves to allow for greater engagement with research process). In some
instances, | will make slight changes to the titles of the individuals to create another layer of

confidentiality.

| will treat all personal data with high sensitivity and will be conscious of my role as an insider

researcher (i.e. being a researcher within my working community).

7. Estimated start date and duration of project 1.05.2024 until 1.02.2026

Section B: | consider that this project may have ethical implications that should be

brought before the Institute’s Ethics Committee.

Please state the total number of participants that will be involved in the project and give a breakdown

of how many there are in each category e.g., teachers, parents, pupils etc.
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Give a succinct description of the aims and the methods (participants, instruments, and procedures)

of the project in up to 500 words.

1. Title of project

2. Purpose of project and its academic rationale

3. Brief description of methods and measurements

4. Participants: Recruitment methods, number, age, gender, exclusion/inclusion criteria

5. Consent and participant information arrangements, debriefing (attach forms where necessary)
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6. A clear and concise statement of the ethical considerations raised by the project and how you
intend to deal with them.

7. Estimated start date and duration of project

RISK ASSESSMENT
Brief outline of Doctorate of Education Research on Leadership Identity Construction
Work/activity:
Where will data be Data collection from 10 one hour long unstructured interviews with 10
collected? participants
Significant hazards: none

Who might be

exposed to
hazarde?

No one

Existing control
measures:

n/a

Arerisks
adequately

cnntrallad-

n/a

If NO, list additional controls and |Additional controls Action by:

actions required:

Section C: SIGNATURE OF APPLICANT
Note: a signature is required. Typed names are not acceptable.

| have declared all relevant information regarding my proposed project and confirm that

ethical good practice will be followed within the project.
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Signed:

ker Date: 28.03.2024

Tanya Linaker

STATEMENT OF ETHICAL APPROVAL FOR PROPOSALS SUBMITTED TO THE INSTITUTE ETHICS
COMMITTEE

This project has been considered using agreed Institute procedures and is now approved.

Signed Print Name: Anthony Zhang Date: 24/04/2024 (loE Research

Ethics Committee representative) *

* A decision to allow a project to proceed is not an expert assessment of its content or of the
possible risks involved in the investigation, nor does it detract in any way from the ultimate
responsibility which students/investigators must themselves have for these matters.

Approval is granted on the basis of the information declared by the applicant.
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Information Management and Policy Services

Data Protection Declaration for Ethical Approval (PhD/EdD projects)

This document can be used to provide assurances to your ethics committee where

confirmation of data protection training and awareness is required for ethical approval.

By signing this declaration, | confirm that:

e | have read and understood the requirements for data protection within the

Data Protection for Researchers document located here:

https://www.reading.ac.uk/imps/-/media/49b402bbe9a74ae59dd8f4f080652123.ashx

¢ | have asked for advice on any elements that | am unclear on prior to
submitting my ethics approval request, either from my supervisor,

d.li@reading.ac.uk,or the data protection team at: imps@reading.ac.uk

e lunderstand that | am responsible for the secure handling, and protection

of, my research data.
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e | know who to contact in the event of an information security incident, a

data protection complaint or a request made under data subject access

rights.

¢ Data management plan is completed and attached below.

Researcher to complete

Project / Study Title: The cultural gendered leadership identity construction of female leaders

within the context of University Wide Language Programmes.

NAME

STUDENT ID NUMBER

DATE

Tatiana Linaker

28.03.2024

Supervisor signature

Note for supervisors: Please verify that your student has completed the above actions
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NAME STAFF ID NUMBER DATE

Dr Daguo Li 28.03.2024

Submit your completed signed copy along with the other documents pertaining to the ethics

application.

Copies to be retained by ethics committee.

Version Keeper Reviewed Approved by Approval date

1.0 IMPS Annually IMPS

Data Management Plan

Please complete all sections with reference to the REC DMP Guidance (download here).

Enter N/A if a section is not applicable.

PROJECT DETAILS

Pl name Tatiana Linaker

Project Title The cultural gendered leadership identity construction of female

leaders within the context of University Wide Language Programmes.
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Author(s) of Tatiana Linaker
DMP

Version 1.0

Date 19.04.2024

1. WHAT RESEARCH DATA WILL BE COLLECTED?

Describe the types of research data that will be collected, providing information about
media/formats data will be collected in, and the anticipated scale or quantity of each

type of data.

Data will be collected via unstructured interviews, which will be recorded using
Microsoft Teams’ video recording function and subsequently transcribed. Data will be
obtained from 10 participants. All completed and reviewed transcripts will be converted
to PDF format. The interviews will last for 60 minutes and the video recordings will be
stored in the Principal Investigator’s personal account temporarily using Microsoft

Teams’ Stream function. After
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the transcripts have been obtained, read, reviewed, and finalised, the Stream links containing the

recordings will be deleted.

2. WHAT PERSONAL DATA AND CONFIDENTIAL INFORMATION WILL BE PROCESSED?

2.1 Specify the identifying information (personal data) that will be collected (tick all that apply)

Name

1Data of Birth/Age

[1Postal Address(es) (to include postcodes)
1 Contact telephone(s)

Email address(es)

HUnique Identifiers (to include: Student ID numbers, Staff ID numbers, Passport numbers, NHS
numbers, National Insurance numbers, ORCID’s, unique research participant ID numbers,

Unique applicant ID numbers, vehicle reg, driving licence numbers)
[TImages of individuals, including CCTV, photos

[ILocation Data (to include any GPS location data)

1Online Identifiers (to include IP address data)
1Economic/financial data (relating to an identifiable individual)

[1Educational records including but not limited to records held by the University and other

education providers

[1Counselling records

[1Pastoral records, including Extenuating Circumstances Forms
[1Disciplinary records

U Training records

HEmployment records to include CV’s, references

251



INationality/Domicile
I Dietary requirements or preferences

1Other — Please specify below

2.2 Specify any special category or sensitive data that will be collected (tick all that apply)

Ethnicity

1 Mental Health (status, medical records conditions, to include disability)
1 Physical Health (status, medical records conditions, to include disability)
1 Sexual Orientation/Sexual life

1 Genetic Data (to include DNA data)

1 Biometric data (such as facial scan, iris scan or fingerprint data used for the purposes of

identifying a participant)
1 Political opinions
1 Trade Union membership

Religious or philosophical beliefs
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1 Criminal Convictions and offences (to include alleged offences and convictions)

1 Other — Please specify below
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2.3 Specify any confidential information not specified above that will be collected, e.g. non-public

information relating to a business or other organisation.

3. HOW WILL DATA BE STORED AND TRANSFERRED DURING THE PROJECT?

3.1 Identify all locations where data will be stored, indicating for each location whether it will be
used to store identifying information or de-identified research data, and providing details of

access controls that will be applied.

The recordings made via Microsoft Teams will be kept in the PI’s personal Streams’ account only
for the period of transcribing. After the data has been transcribed and finalised, the recordings

will be destroyed.

Interview data (PDF interview transcripts only) will be stored on an encrypted USB device. Once a
participant has completed their participation, this data will be transferred onto the University of
Reading OneDrive, labelled only with the participant identification number, and removed from the

encrypted USB drive.

3.2 Describe any administrative measures that you will take to control the risks of inappropriate
disclosure, e.g. pseudonymisation, and procedures for secure transfer between locations, e.g.

using file encryption and encrypted channels.

The data from this study (PDF interview transcripts only) will be pseudonymised. Any direct or
indirect identifiers in the data will be removed and replaced with a unique participant’s
identification number. Information linking the participant's name with the code will be known
only to the PI. De-identified research data will be password-protected and stored on the
University of Reading's OneDrive account. The researcher will only transfer de-identified research
data to their work laptops/computers using a secured University network to conduct necessary
analyses. Data derived from the study will be analysed in a fully pseudonymised format, and the

link between participant and data will be destroyed at the end of the study.
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3.3 Specify who will be able to access the identifying information and how you will ensure they
process the information securely, e.g. through training, supervision and adherence to secure data

handling procedures.

The only individual who will be able to access the data is the named researcher on the ethics
application. The researcher will be the only member of the study team who will work with directly
identifiable data, and the supervisors will only access data that has been allocated to a

pseudonymised participant code.
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4. HOW WILL RESEARCH DATA BE PRESERVED AND SHARED ON COMPLETION OF

THE PROJECT? (UNDERGRADUATE OR PGT PROJECTS SHOULD ENTER N/A IN THIS

SECTION UNLESS RESULTS WILL BE PUBLISHED)

4.1 Identify the research data that will be preserved and shared at the end of the

project by deposit in a public data repository or other archiving solution.

The research data (PDF interview transcripts only) described in the Ethics Review

Application Form will be preserved in an anonymised form and stored on One Drive.

4.2 Describe the measures that will be taken to ensure data are suitable for sharing,
e.g. securing consent, anonymising data prior to deposit/sharing, sharing

confidential or high-risk information using a controlled access repository.

All the data uploaded will be anonymised, without any identifiers, e.g., their unique
participant ID code, name, and other identifiable data. The information in the
consent form relating to this, is as follows: ‘| understand that the data collected from
me in this study may be preserved and made available in fully anonymised form
(completely unidentifiable and without my participant identification code) so they
can be consulted and re-used by others outside of the research team in the future.’
The key ‘file’ linking IDs with participant names will be destroyed before publication
of the data or sharing with other researchers ensuring the data becomes

anonymous.

4.3 Identify data repositories or other solutions that will be used to preserve and

share data.

University of Reading Research Data Archive: https://www.reading.ac.uk/research-

services/research- data-management/preserving-and-sharing-data/uor-research-

data-archive. Suitable for open data and restricted datasets (containing higher risk,

anonymised or identifiable data).

5. HOW WILL RETENTION AND DISPOSAL OF PERSONAL DATA AND CONFIDENTIAL

INFORMATION AFTER PROJECT COMPLETION BE MANAGED?



http://www.reading.ac.uk/research-services/research-
http://www.reading.ac.uk/research-services/research-
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5.1 State how long you plan to retain personal data/confidential information after

the end of the project.

Personal data/confidential information will be held after the end of the project for 5
years. After this, the Pl will schedule regular reviews of personal data holdings to

determine whether they need to be retained or can be safely destroyed.

5.2 Specify under whose authority this information will be maintained and disposed

of after the project.

The information will be maintained and disposed of by the Principal Investigator,

Tatiana Linaker




Appendix 2

Information sheet for study participants

Research Project: The cultural gendered leadership identity construction of female leaders

within the context of University-Wide Language Programme.

Project Team Members: Tatiana Linaker

Dear Colleague,

| would like to invite you to take part in a research study | am undertaking.
What is the study?

e This project investigates problematic leadership experience and gendered
identity construction of middle managers of Russian and Arabic ethnic origin
in the context of the Institute-Wide Language Programme (IWLP) of UK

Universities.

e The purpose of this study is to learn more about educational leadership
through the prism of gender, ethnic and cultural diversity, and identify the

potential barriers to the middle managers’ career progression.

e The data will be gathered from ten participants through unstructured
interviews centered around their leadership experience and reflections on
the most salient moments of their career through the intersection of their

personal and professional lives. Each interview will last for one hour.

e The interviews will be led by the participants and focus on the topics of

career progression, education, family, ethnicity, cultural and gender issues.
What are the risks and benefits of taking part?

There will be no risks to your confidentiality as no information about your personal or
institutional identity will be included in the data. Pseudonyms will be used to ensure full
anonymity. The researcher will exercise a highly sensitive approach to any data which may
potentially disclose your identities by obscuring or altering the relevant details without

compromising the research validity.
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The benefits of taking part in this study include the opportunity to contribute to the body of
research on educational leadership and bring about transformative changes to career

progression of ethnically and culturally diverse female educational leaders.
What will happen to the data?

Data will be collected via unstructured interviews, which will be recorded using Microsoft
Teams’ video recording function and subsequently transcribed. Data will be obtained from
10 participants. All completed and reviewed transcripts will be converted to PDF format.
The video recordings will last for 60 minutes and will be stored in the researcher’s personal
account temporarily using Microsoft Teams’ Stream function. After the transcripts have
been obtained, read, reviewed, and finalised, the Stream links containing the recordings

will be deleted.

The data from this study (PDF interview transcripts only) will be pseudonymised. Any direct or
indirect identifiers in the data will be removed and replaced with a unique participant’s

identification
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number. Information linking participant name with the code will be known only to the
researcher. De-identified research data will be password-protected and stored on the
University of Reading's OneDrive account. The researcher will only transfer de-identified
research data to their work laptops/computers using secured University network to conduct
necessary analyses. Data derived from the study will be analysed in a fully pseudonymised

format and the link between participant and data will be destroyed at the end of the studly.

The only individual who will be able to access the data is the named researcher on the ethics
application. The researcher will be the only member who will work with directly identifiable
data, and the supervisors will only access data that has been allocated to a pseudonymised

participant code.

Personal data/confidential information will be held after the end of the project for 5 years.
After this, the researcher will schedule regular reviews of personal data holdings to determine

whether they need to be retained or can be safely destroyed.
Who has reviewed the study?

This project has been reviewed following the procedures of the University Research Ethics
Committee and has been given a favourable ethical opinion for conduct. The University has

the appropriate insurances in place. Full details are available on request.
What happens if | change my mind?

You can change your mind at any time without any repercussions. If you change your mind

within two weeks after the data collection has ended, we will discard the data collected.
What happens if something goes wrong?

In the unlikely case of concern or complaint, you can contact Dr Daguo Li on

d.li@reading.ac.uk

Where can | get more information?

t.linaker@pgr.reading.ac.uk
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If you are happy to take part, please complete and return to t.linaker@pgr.reading.ac.uk the

attached consent form.
Yours faithfully Tanya Linaker
data protection for information sheets

The organisation responsible for protection of your personal information is the University of
Reading (the Data Controller). Queries regarding data protection and your rights should be

directed to the University Data Protection Officer at imps@reading.ac.uk, or in writing to:

Information Management & Policy Services, University of Reading, Whiteknights, P O Box
217, Reading, RG6 6AH.

The University of Reading collects, analyses, uses, shares, and retains personal data for the
purposes of research in the public interest. Under data protection law, we are required to
inform you that this use of the personal data we may hold about you is on the lawful basis of
being a public task in the public interest and where it is necessary for scientific or historical
research purposes. If you withdraw from a research study, which processes your personal
data, dependant on the stage of withdrawal, we may still rely on this lawful basis to continue
using your data if your withdrawal would be of significant detriment to the research study

aims. We will always have in place appropriate safeguards to protect your personal data.

If we have included any additional requests for use of your data, for example adding you to a
registration list for the purposes of inviting you to take part in future studies, this will be
done only with your consent where you have provided it to us and should you wish to be
removed from the register at a later date, you should contact Tanya Linaker Tel:

E-mail: tanya.linaker@kcl.ac.uk

You have certain rights under data protection law which are:

e Withdraw your consent, for example if you opted in to be added to a

participant register
e Access your personal data or ask for a copy
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e Rectify inaccuracies in personal data that we hold about you

e Be forgotten, that is your details to be removed from systems that we use to

process your personal data
e Restrict uses of your data

e Object to uses of your data, for example retention after you have withdrawn

from a study

Some restrictions apply to the above rights where data is collected and used for research

purposes.

You can find out more about your rights on the website of the Information Commissioners

Office (ICO) at https://ico.org.uk

You also have a right to complain to the ICO if you are unhappy with how your data has been

handled. Please contact the University Data Protection Officer in the first instance.
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Consent form for study participants

Research Project: The cultural gendered leadership identity construction of female leaders

within the context of University-Wide Language Programme.
Please complete and return this form to: Tanya Linaker
1. | have read the information sheet about the project and received a Eby of it.

2.l understand what the purpose of the study is and what is required of me. All my

questions have been answered. []

3. | agree to the unstructured interview with the researcher on the topic of “The
cultural gendered leadership identity construction of female leaders within the

context of University Wide Language Programme”.

4. 1 understand that the data collected from me in this study may be preserved for
5 [ years and made available in a fully anonymised form (completely
unidentifiable and without my participant identification code) so they can be

consulted and reused by others outside of the research team in the future.

[

5.1 agree for the interview to be recorded via Microsoft Teams and for the PDF

transcript to be stored confidentially in a non-shared University One Drive

Name: Signed: Date:
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APPENDIX B

Jefferson Transcription System Symbols

Symbol Description

(.) A micropause - a pause of no significant length.

(0.7) Atimed pause - long enough to indicate a time.

[] Square brackets show where speech overlaps.

>< Arrows showing that the pace of speech has quickened.

<> Arrows showing that the pace of the speech has slowed down.
() Unclear section.

Underlining  Denotes a raise in volume or emphasis.

™ Rise in intonation
J Drop in intonation
- Entered by the analyst to show a sentence of particular interest. Not usually added by

the transcriber.
CAPITALS Louder or shouted words.
(h) Laughter in the conversation/speech.
Colons - indicate a stretched sound.
This symbol replaces the name or a place name for anonymity.
Extract from Mona’s Interview transcript

Thank you, Tanya, for including me in in this very interesting project. (.)

It's really interesting because it's a mixture between the personal and professional and sides
of the ones rule, and it actually you are going to think about it, > <but actually you put me as
a someone who is participating with you to think about it as well and to and decide what are
what and to think what we're actually the most important points that you are drawing my

attention to reflect is the word I'm looking for.
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Mm-hmm.
His.
Yes.

Yes, yes.

So the reflection. (0.7)
So this specific story is how | ended up in this career, and it always makes me feel quite

intrigued by how a career can choose you rather than you choosing a career. < >

Because when you choose a career, you go and you have different options and all these sort
of things.

But when | ended up where | am right now, when | started at it, | was in a different line of
management altogether.

| was working in the management field and it was totally different from the education as

such, so it was international.

Mm-hmm.
Yes.

Yep.

So (.)when | arrived at to the UK back in the 90s end of 90s, early 2000s.
There | was at a loss and there was no such an opportunity to continue where | have left my

career in the Middle East.

So suddenly the career of education has started to call me through people asking for

someone to consider teaching at a university and that was in the area of (.)

where | owe them a lot.
Yeah.

And that was in University.

They looked at my CV and background and they thought that having been a languished and
completed the Bachelor and later on a Masters in Linguistics and, (.)Umm, a translation, |
could be the right person to replace someone who has disappeared suddenly on a short

notice
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Yes.

Mm-hmm

And this is the story of my life, 1 actually. OK, replacing someone at your notice and it turns

out to be a key factor in in what will come next and at that time.
Mm-hmm.

| was very reluctant and they have called me for a meeting to convince me that I'm the right
person.
So in this way, that's why I'm saying my current career has chosen me rather than the other

way around

Umm.

Yes, yes.

And that's the story | always cherish.
Because if you come across someone who would decide on, you would decide on you.
You become grateful and you try to fulfill and you try to, umm, do your best to be up to that

expectation.

So that's how | started and | never look back because | never understood and | never realized

that that's what | was actually best to fulfil the.
Mm-hmm

That's my starting and from then on there was a huge big.
Importance and a opportunities to fulfil and to complete what is required from me to do the

job properly.

Yes.

Umm.

What were called at the time with the professional scaffolding (.)as regards the PGCE
teaching diplomas, workshops to attend, taking into consideration the necessary feedback
from and colleagues and most importantly, students, and this has helped me actually to
understand the importance of feedback and its’ its’ not a paper that you just go through it

and you take, it's actually a paper to reflect on and it's an educational statement, another
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(.)allow me to say workshop in the form of a | in my opinion, you know the class was blah

blah blah, | suggest blah blah blah these are.
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